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ABSTRACT 
The introduction of Environment Study (ES) into the Junior Primary (JP) phase 
of the school was to facilitate the young learners' development of a sense of 
place, time and social identity. 
ES is important in the JP phase because it introduces pupils to the world 
around them and the environmental issues that affect their lives. ES in the JP 
phase can also provide pupils with the basic knowledge for survival in a 
changing world. ES in the JP phase is primarily designed to aid the pupils' 
development of a sense of identity. As with geography, it is concerned with 
space, place and time; and these are the criteria that should be taken into 
consideration in developing the child's sense of identity. 
Implementation of ES is largely influenced by the expertise and experience of 
the teachers, which will, in turn, influence their interpretation of the ES 
syllabus. The goals of ES require teachers to be able to use a variety of 
teaching strategies and to develop and use a variety of teaching resources. 
This study investigates existing ES programmes in a number of selected 
schools in the Cape, DET and Transkei in order to establish the extent to 
which pupils' developing sense of time, place and social identity are taken 
into consideration. 
Observations and interviews were conducted to assess the current ES syllabi 
for the Cape, DET and Transkei schools in relation to Catling's (1987) criteria; 
and to evaluate existing ES programmes in the six selected schools in the 
Grahamstown, Umtata and Mqanduli districts to ascertain the extent to which 
they met Catling's criteria. 
The results reveal that in all the Education Departments' syllabi, pupils' needs 
to developing a sense of time, place and social identity, as suggested by 
Catling's (1987) criteria, were considered only to a limited extent. Even in the 
syllabi where these were developed, it was by mere coincidence. Secondly, 
the programmes in the different schools observed did not meet Catling's 
criteria sufficiently, because the teachers were ignorant of Catling's criteria. 
Conclusions are drawn and recommendations made for teachers' awareness 
of Catling's criteria to be promoted, so that teachers can apply these in their 
teaching of ES; and for both Cape and Transkei ES programmes in the JP 
phase to be revised. 
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CHAPTER ONE 
INTRODUCTION 
1.1 INTRODUCTION 
The case for Environment Study (ES) in South African Junior Primary (JP) 
schools is today more compelling than ever. The present study takes 
cognisance both of the increase in environmental awareness worldwide and of 
the fact that political developments in this country have produced a climate in 
which far-reaching educational change is now being seriously debated. But 
even within this context of imminent and necessary change, this study must 
take as its point of departure the existing educational system in South Africa. 
Under the present educational dispensation, secondary schooling is not 
compulsory, and many pupils - especially those from an economically 
disadvantaged background - do not proceed further than primary school; some 
even drop out after the JP (Sub A - Std I) phase. For such pupils, a firm 
educational foundation at the JP level is a necessity, and this is where ES has 
a vital role to play. In a perhaps uniquely effective way, ES introduces pupils 
to the world around them and the environmental issues that affect their lives. 
It is widely acknowledged that the early stages of formal schooling provide 
the foundation for a sound education. JP education can provide pupils with 
the basic knowledge for survival in a changing world (Betela, 1982). In 
planning the JP phase, carefully chosen early learning experiences may 
facilitate the pupils' progress towards more advanced stages of intellectual 
growth and development (Hildebrand, 1976). 
The JP pupils' needs and interests are of paramount importance. "The school 
curriculum should be relevant to the needs of learner, society and the 
economy" (Buckland, Christie and Hofmeyr, 1991:4). In looking at the needs 
of the pupils in terms of their sense of identity with and within their world, 
the following key questions have to be addressed: 
Who am I?; in terms of other people, for example, family and friends. 
2 Where am I? The need to identify and relate to one's environment, to 
develop one's sense of place and sense of space (spatial perception). 
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3 Where do I come from? This is essentially associated with the sense of 
time. 
Spatial theory teaches that time and space cannot be separated. Therefore, 
the pupils' sense of place is closely related to the sense of time, because 
places are constantly changing and pupils should be able to adapt to the 
changing world. Identity is linked with time, place and space. 
Simon Catling, in making a case for geography for the young learner, has 
argued that geography as a subject plays an essential role in the pupil's 
developing a sense of identity, because geography is essentially concerned 
with space, place and time. Therefore, in identifying criteria for the planning 
of a geography curriculum, he was identifying factors affecting the 
development of the pupil's sense of identity. Catling's (1987) criteria provide 
useful guidelines in evaluating ES programmes, since these programmes are 
essentially designed to develop the child's sense of identity. 
ES is most relevant in this regard because it: 
(i) offers a way of structuring reality for the pupils, but is essentially 
founded on the pupils' own experience and natural curiosity; 
(ii) is built upon the stimulus of pupils' interests in the world around them, 
which is exploratory and investigative in nature; 
(iii) is concerned with helping pupils focus on their own, as well as on the 
feelings of others, their responses, values and attitudes concerning their 
environment and society; and 
(iv) encourages the pupils to recognize the nature of and variety in the 
world around them, to appreciate involvement in the world at large, 
near and far, past, present and future, and on micro, meso and macro 
scales. 
ES is perceived as the foundation for the development of awareness, 
knowledge and understanding of the environment; positive and balanced 
attitudes towards it; and skills which may enable pupils to participate in 
determining the quality of the environment (Gough, 1987). 
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1.2 STATEMENT OF THE PROBLEM 
The importance of ES to the developing child necessitates an analysis of the 
way in which this subject is dealt with at all levels. However, for the purposes 
of this study the focus will be on Transkei primary education. 
Betela (1982) argues that the system of primary school education in Transkei, 
inherited from missionary and Bantu education, needs to be revised because it 
seems to be inappropriate for meeting the social, economic and cultural needs 
of Transkeians. If education at the jp and the primary level is to contribute to 
the development of the country, its curricula and syllabi should be seen to be 
relevant to the country's needs. 
In spite of the importance of ES, it appears as if the Transkei Education 
Department (TED) has done very little to develop this subject in Transkei 
schools. For example, some Transkeian teachers use the 1979 Cape syllabus 
for jp ES; others use the Healdtown Health and Physical Education 
Instructional pamphlets (Kelly and Floweday, 1977). 
This indicates that some jp school teachers confuse ES with health 
education. This is not very surprising if one considers that despite the fact 
that ES has been in the Transkei jp school syllabus for many years, it was 
only introduced into the junior Primary School Teachers' Diploma curriculum 
by the TED in 1990 (General Guidelines for Affiliated Colleges of Education, 
1990-1992:8). 
This study therefore seeks not only to highlight this problem, but also to look 
towards the future by suggesting how it may be solved. 
1.3 OBJECTIVES OF THE STUDY 
In the South African context research located in the jp classroom is virtually 
non-existent and to the best of the researcher's knowledge, no investigation 
has been made regarding the implementation of ES at this level. This study, 
therefore, must be seen as a pilot study for further research which seeks to 
understand and to illuminate the relationship between classroom practise and 
education theory at the junior Primary phase. 
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The primary objective of this study is to evaluate existing ES programmes in a 
number of selected schools to establish the extent to which the needs of the 
pupils' developing sense of time, place and social identity are taken into 
consideration. To this end, the following was undertaken: 
Firstly, a critical analysis of the current ES syllabi for the Cape Education 
Department (CEO), the Department of Education and Training (DET) and the 
TED in relation to Catling's (1987) criteria. 
Secondly, the evaluation of existing ES programmes in a sample of selected 
schools in the Grahamstown, Umtata and Mqanduli districts to ascertain the 
extent to which they meet Catling's (1987) criteria. 
1.4 THE SIGNIFICANCE OF THE STUDY 
It is hoped that this study will lead to suggestions for improving the quality 
and scope of the existing Transkei ES syllabus. It is also hoped that some 
guidelines will emerge which might assist JP teachers to improve their 
teaching strategies and methods and to operate more competently and with 
greater confidence than hitherto. 
This study might also assist the curriculum planners in the TED in evaluating 
the work done in the JP schools in ES. 
1.5 RESEARCH LOCATION 
This research was undertaken in six schools, three of which are in the TED, 
two in the CEO, and one in the Department of Education and Training (DET). 
The three schools in the CEO and DET are in the Grahamstown district. Two 
of these are private schools, while the third is a rural school under DET. The 
researcher wanted to select CEO schools only, but unfortunately all the Black 
schools in Grahamstown are under DET. 
In Transkei, of the three selected schools, one is a private school in the 
Umtata district, while the other two are government schools in the Mqanduli 
district. One of these is in an urban area, the other in a rural area. 
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1.6 ORGANISATION OF THE STUDY 
Chapter two comprises a review of the available literature related to this 
study. Chapter three describes the research sample characteristics, 
data-collecting instruments and their administration, and the data-analysis 
techniques used in the study. In chapter four, data collected through interview 
schedules is analysed. In chapter five, data collected through observation 
schedules is presented and analysed. Chapter six summarises the study and 
then presents conclusions and recommendations on the basis of the results 
offered, analysed and discussed in chapters four and five. 
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CHAPTER TWO 
2 ES IN THE JP PHASE: THEOTERICAL CONSIDERATIONS 
2.1 INTRODUCTION 
This study requires an analysis of the educational and learning theories 
underpinning the aims, objectives, content and teaching strategies of ES. This 
chapter therefore will consider the following aspects: 
The rationale which led to the introduction of ES into the jp phase of 
South African education. 
2 An analysis of developmental and learning theories relevant to the jp 
child. 
3 An analysis of Catling's (I987) criteria in relation to current learning 
theories and in relation to the aims and objectives of ES in South Africa. 
4 An analysis of teaching strategies appropriate to the aims of ES; and 
5 Analysis of the teaching resources which are appropriate to the jp pupil. 
2.2 THE RATIONALE LEADING TO THE INTRODUCTION OF ES INTO THE 
JP PHASE IN SOUTH AFRICA 
British primary education has emphasized a pupil-centred approach since the 
introduction of the Report of the Central Advisory Council for Education 
(I967), the well-known Plowden Report. At the heart of this approach is the 
notion that pupils must be given the freedom to unfold their natural 
personalities. The curriculum should, therefore, consider the needs and 
interests of pupils. This approach emphasizes the need for pupils to 
participate in the learning experience (Woods and Barrow, 1979). Associated 
with the pupil-centred approach is the notion of an integrated day and an 
integrated approach to knowledge. The Plowden Report (1967) recommended 
that the curriculum should be divided into broad general divisions for young 
pupils since learning in the young pupil (7-10 years) does not naturally fit into 
narrow subject categories. Therefore, the younger the pupils, the more 
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undifferentiated their curriculum should be. This report further indicated that 
an effective way to integrate the curriculum is to relate it to the boundless 
curiosity pupils have about the world around them. 
The influence of the above approach is apparent in the rationale given by 
Duggard (1977) in Kelly and Floweday (1977), and van Niekerk (1977) for the 
introduction of ES into South African schools, and in an analysis of their aims. 
The first reason given for incorporating health education, history, geography 
and nature study into the single subject ES was to provide an holistic 
approach in the teaching of young pupils. 
In analysing the aims of ES as proposed by Duggard (1977) in Kelly and 
Floweday (1977); and van Niekerk (1977), the following is noted: 
ES was to be a vehicle through which the young learners would be 
introduced to their environment. 
2 The authors emphasized that pupils' introduction to the environment 
ought to include the study of the natural and the human environment 
and ES should aim at promoting pupils' interest in and curiosity about 
their world. 
3 ES was also to be used to develop skills, attitudes and values regarding 
the environment which would lay the foundation for further 
development. 
4 A further factor emphasized was the need to begin with the pupils' own 
experiences, moving from the known to the unknown. 
The pupil-centred approach of the 1960s and later, was influenced by 
development and learning theories which are examined below. 
2.3 DEVELOPMENT AND LEARNING THEORIES RELEVANT TO THE JP 
PUPIL 
Current understanding of the development of pupils' cognitive, affective and 
psycho-motor domains owes much to the work of Piaget. Other theorists who 
have helped shape our understanding of school pupils at the JP level are 
Bruner, Skemp and Dienes. The most important features of development 
theory relevant to the JP pupil are as follows: 
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The JP (7-10 years) school pupil, according to Piaget, operates on a 
concrete operational stage which is characterized by the pupil's 
growing application of logic to physical situations, real or imaginary. As 
pupils explore their physical environment, they acquire more 
sophisticated forms of thinking (Uebeck, 1987). 
2 Pupils at this stage are highly active. They develop new gross motor 
and fine motor skills (Biehler and Snowman, 1982). 
3 Pupils at this stage like conformity. They feel the need to belong, to 
feel accepted, to feel that they are part of a social setting larger than 
themselves. This social development is influenced by pupils' families 
and their relationships outside the family, for example, in their peer 
groups (Craig, 1989). 
Developmental theorists have looked at the development of pupils according 
to the pupils' chronological age. In Transkei, the majority of pupils in the JP 
phase fall within the age range of 6-10 years, but there are instances -
particularly in rural schools - where some pupils are older or younger than the 
majority of their peers. This may create problems for the teacher who designs 
the ES programme to suit the chronological age of the pupils. 
To ensure that meaningful learning experiences are provided for pupils, the 
planning and selection of curriculum content needs to be related to an 
understanding of the learning theory appropriate to the cognitive development 
of the pupils for whom the programme is designed. Piaget, Skemp, Bruner and 
Dienes have provided valuable guidelines on how pupils acquire knowledge. 
A key element of Piaget's learning theory proposes that while learning takes 
place in relation to the relevant stage of cognitive development, it is also 
achieved through interaction with the environment. "Thinking and learning 
involve taking the environment apart, physically and mentally, and 
reconstructing it" (Liebeck, 1987:237). Piaget postulated three basic learning 
processes: the formation of mental concepts; adaptation through 
accommodation and assimilation of these concepts in the light of experience; 
and relating concepts to form structures. He further claimed that adaptation is 
an essential ingredient of learning. 
Bruner challenged Piaget's assertion that learning is completely subordinate to 
biological development. He claimed that any idea or body of knowledge can 
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be presented in a form simple enough for any particular learner to recognise 
and understand. 
Piaget's three basic learning processes, however, are similar to Skemp's 
proposal that pupils have to reconstruct the environment using their intellect 
and that they have to set themselves motivating goals (Liebeck, 1987). 
Dienes considered learning as a process of intricate play. He described two 
types of play: primary and secondary. Primary play is the activity with 
materials aimed at gratifying immediate desires or instincts, while secondary 
play is the activity performed with awareness aimed at an end which is 
beyond the immediate gratification of desires. For example, a baby trying to 
grasp a rattle is engaged in primary play. The end is the pure satisfaction of 
grasping it. When the pupil later uses the skill - he has learnt to grasp the 
rattle in order to make a noise - he might be said to be indulging in secondary 
play (Liebeck, 1987). 
Secondary play involves abstraction, symbolization or generalization. 
'Abstraction is a process of extracting what is common to a number of 
different situations. SymbOlization, on the other hand, is the use of symbols, 
either spoken or written, to represent ideas which have been assembled by 
the process of abstracting. Generalization is the process of extending an idea 
to include new situations' (Liebeck, 1987:244). 
Bruner concurs with both Piaget and Dienes, that the means of building 
concepts lie in the following three modes of representing the world: the 
enactive mode which corresponds to physical experience, the iconic mode 
which is related to pictures; and the symbolic mode which is related to 
spoken language and written symbols (Liebeck, 1987). 
The most important aspect emphasized by these learning theorists is that 
learning should be based on pupils' experiences. Exercises given to pupils 
should be simplified into topics with which the pupils are familiar and which 
they can verbalize with the help of the teacher. 
The emphasis of these theories of learning on pupils' experience can also be 
seen in the learning models which emphasize that pupils should develop for 
themselves ways of exploring and viewing the world around them (Harlen and 
Osborne, 1985). 
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When considering how young pupils learn, the theorists examined all stress 
the fact that pupils' ideas and experiences are the most important aspects to 
be considered in relation to their acquisition of knowledge. Current learning 
theories maintain that the acquisition of knowledge does not depend on the 
teacher as a transmitter of knowledge, but that the teacher's role is to aid 
pupils in making sense of their ideas and experiences (Bodner, 1986). 
Therefore, teachers should shift from teaching by imposition to teaching by 
negotiation if they wish to incorporate pupils' pre-conceptions into the 
learning experience. This will exercise a two-way flow of information between 
teachers and their pupils. In summary, the learning theories considered above 
all emphasize a learner-centred approach and stress the following: 
1 The pupils' need to belong, to feel accepted and to be part of a social 
setting, shows that the social development of the pupils should be 
given priority. 
2 Pupils at the JP phase operate in the concrete operational stage, and 
thus need opportunities to actively explore their physical environment 
and solve problems through manipulation of concrete objects. 
3 The use of the pupils' immediate environment before moving on to 
other neighbouring environments is important when using pupils' 
experiences in concept-formation. 
4 Any subject, for example ES, taught in the JP phase, should help in the 
development of the pupils physically, emotionally and intellectually, but 
above all else they should focus on the pupils' developing sense of 
identity. 
When comparing current learning theories with the rationale given for the 
introduction of ES in the JP phase, it would appear that ES emphasizes an 
integrated and learner-centred approach. 
2.4 CATLING'S CRITERIA IN RELATION TO CURRENT LEARNING THEORIES 
AND THE AIMS OF ES 
Catling's (1987) reply to the then Secretary of State, Sir Keith Joseph's 
request for a justification for the inclusion of geography in the British school 
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curriculum, reflects and encapsulates current thinking about the role of 
geography in the young learner's development. Although Catling's criteria for 
the planning and development of curricula for the primary phase centred on 
geography, an analysis of his criteria reveals its applicability more generally 
to those school subjects which are concerned with the pupil's developing 
sense of identity. Thus, Catling's criteria, analysed below, may be applied to a 
subject such as ES to serve as the basis upon which ES programmes are 
developed and evaluated. 
Catling (1987:19) focused on pupils' experiences and their personal social 
needs in the development of a curriculum which is designed to meet the 
needs of the pupils' developing cognitive map. The major elements of his 
criteria relevant to our purposes may be summarised as follows: 
The pupils need to develop a sense of place and time. Thus, the 
content should start with the pupils' world, that is, the pupils' 
immediate environment, and move to other environments, for example, 
the pupils' neighbourhood. These programmes should build upon and 
extend pupils' interactions with places, through first-hand experience 
and through secondary sources. Therefore, the content should become 
a tool which allows the pupil to make sense of his world. The content 
should value, examine and enhance pupils' territorial understanding and 
help to build an appreciation of territorial relationships in the wider 
world. Finally, the content of programmes, such as ES, should examine 
people's experience of place, so that pupils are able to consider what it 
would be like to be a person living in another place, thus encouraging 
their ability to imagine places (Catling, 1987). 
2 The need for pupils to develop socially. Thus, the content of ES in the 
JP phase should provide pupils with an awareness of, and empathy for, 
the diversity of the world around them. The content should broaden 
and deepen their cross-cultural and international understanding. 
Programmes such as ES should furthermore make pupils aware of themselves 
as people who have rights and responsibilities, including the responsibility to 
respect the rights and responsibilities of others. An essential aspect of the 
pupils' social development is helping them towards understanding and 
clarifying their attitudes. 
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Therefore, ES is a legitimate vehicle for the development of social values. 
Emphasizing values, such as quality of life and the need for conservation, can 
contribute to the development of the pupils' evolving value system by 
providing a concrete and appropriate setting which allows for the discussion 
of moral issues (Nicol, 1977). 
The application of Catling's criteria to the evaluation of ES programmes falls 
within the following five domains: 
The way in which ES aids pupils' spatial perception. 
2 The extent to which pupils' utilization of space is made effective. 
3 The extent to which pupils are taught to enjoy and value their 
environment. 
4 The degree of skill development which is promoted by the programme. 
5 The way in which pupils are initiated into change and how to cope with 
it. 
2.5 AIMS AND OBJECTIVES OF ES IN RELATION TO BOTH LEARNING 
THEORIES AND CATLING'S CRITERIA. 
An analysis of the aims of ES as presented by the 1979 Cape Education 
Department syllabus reveals the following similarities with Catling's criteria 
and current learning theories: 
In advocating the need to give pupils a clearer idea of themselves as 
individuals, as people with needs and desires, with lives to be lived 
happily and usefully, ES may be related to a perceived need expressed 
by both learning theorists and Catling for the child to develop a social 
identity. 
2 ES emphasizes, as does Catling and learning theorists, a need for pupils 
to develop a sense of place. This, it is suggested, should be done by 
encouraging pupils to learn about their own environment and 
community and to explore other communities and environments. 
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3 By emphasizing the need for pupils to observe, to discover and to 
experiment, the ES syllabus highlights the need for skill development as 
an integral part of the pupils' acquisition of knowledge. Thus, by 
encouraging pupils to observe and to discuss and to solve problems, ES 
is in accord with current learning theories which see the pupil as an 
active participant in the learning experience. 
An analysis of the content suggested for ES, however, reveals that very little 
emphasis is placed on pupils' understanding of places beyond their own local 
environment, despite the suggestion in the aims of the syllabus that pupils 
should move beyond their local environment. 
Despite this discrepancy between the aims and the content of existing syllabi 
in general, ES as envisaged for South African schools is closely related to 
current learning theories which acknowledge the pupils' need to develop a 
sense of identity and to develop skills which will allow them to survive in a 
rapidly changing world. Aims, however, can only be achieved through the use 
of teaching strategies that are relevant and appropriate for the younger learner. 
2.6 TEACHING STRATEGIES APPROPRIATE FOR TEACHING ES 
According to Gunn (980), teaching strategies relevant to ES are simulations 
and inquiry techniques. However, other commonly used techniques such as 
group teaching, group work, theme-teaching and topic work seem equally 
appropriate to the teaching of ES. Implicit in these teaching strategies is the 
desire to develop a variety of skills. 
Simulations and games 
'Educational simulations are systems representing essential aspects of reality 
in order to organise information to pose problems or to stimulate interest' 
(Gunn, 1980:21). Three types of simulations are considered below. These are: 
(i) Board games with dice, where elements of reality to be taught are 
incorporated into the positions on the board. 
(ij) Role-play exercises, where pupils play roles and debate issues and try 
to come up with some compromise solution. This copies real situations. 
• 
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(iii) Competitions are also games and simulations which normally test 
knowledge and skills (Hurry, 1989). 
Simulations and games aim to: develop participation in group activity; 
establish social skills in talking, negotiating, persuading and working with 
other pupils; develop literacy and numeracy through incidental work required; 
encourage the practice and development of decision-making in a rational and 
considered manner; and combine thoughts and feelings about situations and 
problems (Walford, 1981). 
The advantages of simulations and games are that they are able to develop: 
empathy with people of other places and cultures; the understanding of 
working processes and systems; and the realisation of the interdisciplinary 
nature of most 'real life' situations (Walford, 1981). Pupils can also develop 
skills, like oracy, through simulations and games. 
On the other hand, the following disadvantages of simulations and games 
should be borne in mind: that they are time-consuming and time-demanding; 
that many games are expensive; and that there are operational problems 
where pupils, teachers and parents are not familiar with the use of simulations 
and games (Walford, 1981). 
2 Inquiry techniques 
The five main phases of inquiry are: 
(a) defining a problem - the teacher should present problems and adjust 
them to the world of the pupils. 
(b) hypothesising - an educated guess that provides some possible 
answers. The teacher should assist pupils to generate hypotheses. 
(c) testing hypotheses - possible answers should be tested against 
documentary evidence. 
(d) generalising - some hypotheses can be discarded, others can be 
reconstructed. 
(e) testing the conclusion - check whether conclusions apply to wider areas 
(Gunn, 1989). 
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The advantages of inquiry techniques include the following: 
(i) pupils find out things for themselves rather than having to be told 
everything; 
(ii) pupils learn to think for themselves; 
(iii) the pupil can acquire the general skill of drawing conclusions and 
solving problems in a simple way (Woods and Barrow, 1979). 
This technique also has the disadvantage of being time-consuming, in that 
some pupils take a lot of time to solve a problem because it depends on the 
pupil's ability to lead to a conclusion. Furthermore, there are some areas of 
study that do not lend themselves to the inquiry technique. The teacher 
should choose areas of study carefully and must know whether the technique 
is appropriate or not for the area. For example, the mere fact that the pupils 
discover something for themselves is not necessarily valuable (Woods and 
Barrow, 1979). 
3 Group teaching 
It is possible to handle all the subjects in the curriculum with pupils working 
either in groups or on their own. All members of the class take part in a 
teacher-conducted class lesson. Thereafter, they disperse for group work, 
with one group under the supervision of the teacher and others working on 
assignments (Lawrence, 1971). 
Members of the class are divided into groups according to their ability in 
particular subjects and one group at a time is taught and/or supervised by the 
teacher. The aims of this method are to train pupils to work independently 
and occupy themselves when not directly supervised; to encourage 
self-respect, self-confidence, self-control and self-discipline in every· pupil; to 
ensure self-paced productivity; to learn consideration for others with whom 
they have to spend time in a confined space; and to give pupils opportunities 
to learn from one another by discussing their observations, discoveries and 
difficulties among themselves and with the teacher (Lawrence, 1971). 
Mayo (1991) points out some instances in which teacher incompetence or lack 
of facilities may cause the method to be ineffectually applied, and these are: 
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Poor classroom organisation. 
2 Lack of apparatus which often leads pupils to boredom and 
disruptiveness. 
3 Poor instructions and explanations. 
4 Lack of supervision. 
5 Increased noise level caused by the use of tape recorders. 
6 Inadequate preparation and poor record keeping. 
7 Group rivalry where the teacher has to watch out for unkind 
comparisons. 
8 Sense of inferiority and lack of harmony with each group. 
4 Group work 
This method is different from group teaching - it is a small group discussion. 
Its purpose is to provide an opportunity for every pupil to speak and to share 
his or her ideas with others, as well as to benefit from the interchange and 
interaction (Jones, 1988). The aims of group work are to help pupils to make 
sense of information and solve problems for themselves, and to offset the 
didactic approach where only teachers and a few capable or confident pupils 
make any verbal contribution (Jones, 1988). 
According to Hardy (1980) and Anning and Brown (1984), the advantages of 
group work are to allow pupils to learn to listen; to offer explanations; and to 
negotiate with each other. These skills are vital for establishing good 
relationships in a family, in work, in the neighbourhood or in society generally. 
These discussions promote communication, with the teacher helping pupils to 
use their knowledge in solving problems. The time spent in discussion 
improves the general level of social confidence and reacts favourably upon 
other aspects of learning. This method keeps learning alive for both the 
teacher and the pupil. 
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5 Theme-teaching 
Dowton (1983) argues that the thematic approach to teaching and learning 
provides a framework for inter-disciplinary study, through which the pupil 
experiences a diversity of techniques and practices, catering to the 
development of the individual pupil as well as providing for the class as a 
whole. 
In addition, Dalton (1985) has stated that the thematic approach links thinking 
skills and talking activities to form an integral part of current classroom 
activities, especially when theme units include those that are familiar as well 
as some more unusual ones that invite further exploration. These units are 
intended to broaden the approach to discussion, thinking skills and themes. 
If the unit involves practical activities which aim to challenge all pupils in the 
primary school, the needs of pupils with special abilities have to be taken into 
account and every unit should include some activities which are appropriate 
for use with pupils both in the classroom and in special groups (Dalton, 1985). 
The advantages of theme teaching are that it serves: 
To enable the teacher to make more effective use of available resources. 
2 To maintain a high level of interest and output. 
3 To facilitate the application of basic skills to practical situations. 
4 To encourage critical and constructive thinking. 
5 To develop research and problem-solving skills. 
6 To foster co-operation, initiative and responsibility in members of the 
class. 
7 To develop creativity and diversity of thought (Dowton, 1983). 
Theme teaching, if overused, will lead to boredom on the part of the pupils. 
Secondly, it results in more work for teachers because it needs careful 
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planning and thorough knowledge of the topic concerned (Scott, 1991). 
However, theme teaching remains the most appropriate and important 
strategy for integrating subjects in JP schools. 
6 Topic work 
According to Flint (1988) topic work is the vehicle by which pupils are 
introduced to the key ideas, skills and attitudes of the subject. Topic work 
occupies approximately 75% of pupils' time in some schools. 
Tann (1988) defines topic work as an approach to learning which draws upon 
pupils' concerns and which actively involves them in planning, executing, 
presenting and evaluating a negotiated experience. Control is a shared 
responsibility in topic work. It is a way of teaching and learning. Primary 
teachers believe that topic work is an appropriate way for young pupils to 
learn, unhindered by traditional subjects (Pountney, 1990). 
Topic work is popular in schools because it provides for a cohesive, 
interdisciplinary approach; it captures pupils' interests and leads to 
motivation; provides work at the appropriate level for individual pupils; allows 
for pupil choice and initiative in tasks; encourages pupils to observe, question 
and think; and allows for more versatile approaches to materials and teaching 
methods (Flint, 1988). 
Aims of topic work as detailed by the Schools' Council Project are: to provide 
work to cater for individual pupils' abilities; to promote knowledge and 
appreciation of the environment; to give opportunities for the practice of basic 
skills; to follow a variety of themes; to foster an interdisciplinary approach to 
learning; and to encourage pupil curiosity, interest, enjoyment and pleasure in 
learning (Flint, 1988). 
However, the following criticisms of topic work have been made: 
Topic work fails to deliver significant elements of the curriculum in a 
coherent way. 
2 Planning may be subjective or arbitrary and will not reflect pupils' 
thinking. 
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3 Knowledge may be rendered in a way that does not relate to pupils' 
thinking. 
4 Application of certain skills may have no real meaning for pupils. 
5 Problem-solving by the pupils and the teacher has pre-determining 
solutions for the problem in order to ensure precise learning outcomes 
(Saunders, 1990). 
Topic work can also be done as project work, where the pupils have to use 
the library to obtain information for any given topic. Project work can be a 
class project, done by all pupils at the same time in the classroom or library, 
using textbooks, atlases or other books. Projects can also be done 
individually. A central theme can be divided into smaller topics and pupils can 
be assigned topics according to their abilities. Projects can also be done to 
promote group work. Groups can be instructed to collect information which 
they can share with the class (Jordaan and Alberts, 1990). 
The above teaching strategies are considered to be the most appropriate for 
use in JP schools in the teaching of ES. Teaching strategies have to be used 
in conjunction with teaching resources. Teaching resources chosen should be 
appropriate to the level of development of the pupils; they should be easity 
understood by the pupils and be easily manipulated so that pupils can also use 
them in individual and independent projects. The right resources also assist 
teachers to put their knowledge of learning theories, teaching strategies and 
skills into practice. It therefore seems appropriate to turn now to the question 
of resources that are relevant to the JP pupil. 
2.7 RESOURCES RELEVANT TO THE JP PUPIL 
The chalkboard 
The chalkboard is still the best and most convenient teaching aid that is 
available to the teacher. On it the teacher can build up a scheme of main 
points during the lesson. Appropriate sketches, graphs, maps and graphic 
representations required to explain the learning content may be drawn on the 
chalkboard. Names of places and foreign words can be written on the 
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chalkboard. The writing surface can be used for displaying pictures and 
photographic material (Hurry, 1989; and Jordaan and Alberts, 1990). 
A limitation of the chalkboard is that it takes time to write on it, thus the 
teacher's back is turned to the pupils and communication with them is 
disrupted. Secondly, if the scheme is erased it has to be written on the board 
again whenever it is needed (Jordaan and Alberts, 1990). 
2 Pictures and slides 
The teacher can collect a considerable number of pictures, sketches and 
photographs to use as illustrations during lessons. There are unlimited sources 
for this, for example, periodicals, supplements to newspapers and magazines, 
old calendars, advertisements and brochures. Pictures can also be bought 
commercially (Hurry, 1989; and Jordaan and Alberts, 1990). Information 
offices and embassies are also willing to provide information. 
The pictures, sketches and photographs collected must be large enough for all 
pupils, including those at the back of the classroom, to be able to see the 
details. If small pictures are used then the class can be organised into groups 
(Hurry, 1989; and Jordaan and Alberts, 1990). 
Each picture can be used in a variety of ways. The teacher must teach the 
pupils to be able to read and interpret pictures. The teacher should analyse 
the details being shown and answer appropriate questions. The way in which 
the pictures are used will depend on the section of work being studied (Hurry, 
1989; and Jordaan adn Alberts, 1990). 
3. Models 
Pupils and teachers can make interesting scale models for use in class. 
Models could be made of animals - sheep and cattle, or any other animals 
(Jordaan and Alberts, 1990). 
Geography and ES are three-dimensional subjects. The pupils are learning 
about their environment and this environment has depth, length and breadth. 
A model is often the only really satisfactory way of teaching a topic. Teachers 
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should concentrate on models that show only basic principles. Models should 
be constructed out of durable materials so that they can be used repeatedly 
(Hurry, 1989). 
There are many types of models, for example, plaster of paris models can be 
used to portray hilly regions. The sand tray and paper models can be used for 
the home region; papier-mache models can be used for landscape features; 
polystyrene models are useful for explaining how atlas colours are used to 
show height and cardboard cut-out models are useful for teaching height 
representation on maps. Lastly, there is the glass model, for contours of 
saddle-backed hills or synoptic weather map pressure lines (Hurry, 1989). 
4 Collections and samples 
Samples of agricultural products, ores, industrial products, etc., can be 
collected and used as aids during appropriate lessons (Jordaan and Alberts, 
1990). Teachers should keep as many objects of interest as possible to show 
to their classes. For example, rock samples are far more interesting than a 
mere description. Animal bones, types of seeds, leaves, food labels and 
bottles containing different types of soil, are examples of objects of interest 
(Hurry, 1989). 
Pupils should also be encouraged to contribute to the collections. There 
should be three tables in the classroom to act as display areas. One table 
could be used for displaying objects of relevance to work currently being 
studied. The second table could be a general interest table and the third could 
be the nature table to be used for displaying history items, for example, rocks, 
seeds, leaves, birds' nests, etc. (Hurry, 1989). 
When a pupil contributes to any collection, the attention of the class should 
be drawn to it. A brief explanation for younger pupils could be written on a 
piece of paper, for example, 'Bill brought us a piece of granite. A hard rock 
found in the hills near the school'. Older pupils should be encouraged to write 
their own comments (Hurry, 1989). 
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5 Radio and television 
These can be used to encourage the pupils to be active and interested; to 
make them aware of their own environment and the wider world; to create 
empathy not only with the person who lives far away but also with the person 
just around the corner, and to help develop simple skills, such as map reading 
or observation and recording or finding, conveying and analysing information 
(Wright, 1981). 
6 Books 
Few pupils are able to absorb and understand all they see or hear for the first 
time. Books, properly used, allow pupils to learn at their own speed. They 
provide a valuable source of 'follow up' material that may be linked with 
periods of discussion and other audio-visual aids (Harris, 1981:83). 
7 Use of museums 
Museums are very useful because they bring a lesson to life. Museums bring 
realism nearer with their specialised resources. Each museum has its own 
particular range of exhibits and ways of presenting them to pupils (Baines, 
1981). 
8 Outdoor learning 
Outdoor learning is one of the educational activities that have the potential to 
influence attitudes and values. Used properly, it can help pupils develop 
environmental attitudes that will contribute to the long-term well-being of the 
environment and the long-term health of people. It should help pupils to 
develop an aesthetic appreciation of both natural and man-made forms within 
the environment; develop responsible attitudes to environmental issues; 
develop a value system and personal code of conduct that reflects this 
attitude; and to make independent, wide-ranging and objective judgements 
about environmental issues and the people involved with them (Hurry, 1989; 
and Jordaan and Alberts, 1990). 
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The jp pupil in the outdoors 
The world is a logical place for the individual pupil and everything has to have 
a reason. jp pupils are able to sort and classify by characteristics. They are 
able to recognise that the character of an object remains the same even if its 
appearance changes. However, their reasoning is still limited to hands-on 
situations in which they can see, touch and recognise their surroundings. 
Problems should be simple and have a logical structure. Emphasis should be 
on studying anything that interests the pupils, with no particular specialisation 
in anyone subject. The holistic approach should be adopted (Opie, 1989). 
Outdoor work can be very useful in ES, as suggested earlier in the discussion 
of the development of the sense of place and time. Outdoor work should start 
in the immediate environment of the pupils, for example, in the school 
playground or school yard, and move further afield. 
All of the resources discussed above are very appropriate in the teaching of 
ES in jp schools. 
2.8 SUMMARY 
Teachers should not just give information to pupils. An education system that 
is relevant to the needs of pupils should also encourage the development of 
attitudes and values that will benefit both the individuals and society at large. 
That is why the emphasis of the above discussion is on teaching strategies 
and resources that are learner-centred and not teacher-centred. 
It should also be borne in mind that the world is changing rapidly and there is 
much to learn and too little time to learn it. Education needed for today's 
pupils needs to be lifelong to competently adapt to a changing world. 
Teachers should help pupils adapt and become lifelong learners. They should 
avoid teaching too many disconnected facts, principles and rules and should 
emphasize teaching pupils ways to become self-directed, competent learners 
and critical thinkers. Teachers should develop thinking skills and reasoning. 
They should provide pupils with interesting problems and materials to increase 
curiosity. 
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The classroom is the most important stage on which the JP pupils perform. It 
is at school that pupils test their intellectual, physical, social and emotional 
competencies to find out if they can equal the standards set by their parents, 
teachers and society as a whole. It is at school that pupils develop 
confidence in their abilities to perform, master the world and develop social 
relationships. The school plays a critical role in the healthy development of the 
pupils. It should offer intellectual excitement and encourage pupils to think 
independently (Craig, 1989). 
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CHAPTER THREE 
RESEARCH METHODOLOGY 
3.1 INTRODUCTION 
The purpose of this study is to analyse and to evaluate the existing ES 
programmes in a selection of DET, Cape and Transkei Education Department 
schools in relation to the educational needs of the JP pupil. In order to 
achieve this goal, the procedures set out below were followed: 
Semi-structured interviews with practising DET, Cape and Transkei 
teachers were conducted to ascertain the teachers' perceptions of, and 
attitudes to, the ES syllabus in relation to their pupils' needs. 
2 An analysis of the current ES syllabi in the DET, Cape and Transkei 
Education Department schools was undertaken by applying Catling's 
criteria to the syllabus aims and content. 
3 Existing ES programmes were evaluated by means of a purposive 
sample of six schools. Three of the schools chosen were in the Umtata 
and Mqanduli districts in Transkei, while the other three were in the 
Grahamstown district in the Cape Province. The programme evaluation 
was based on non-participant observation of classroom activities and of 
the schools' ES programmes. Observation schedules for classroom 
observation were drawn up and applied using Catling's criteria. 
4 Both the interview results and observation schedules were analysed 
qualitatively by discussing and comparing various views and activities. 
Before considering the methodology used in this study, it is necessary to 
analyse the concepts 'perception' and 'attitude'. This is deemed necessary 
since the teaching of ES depends largely on the individual teacher's 
interpretation of the guidelines provided by the syllabus. This interpretation, in 
turn, depends on the perception and the attitude of the individual teacher. 
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3.2 CONCEPTUAL ANALYSIS OF PERCEPTIONS AND ATTITUDES 
The term 'perception' has been defined in various ways. Two of the most 
commonly recurring definitions are the following: 
1 "Perception is the meaning people attach to the information received 
through their senses, which is constructed partly from objective reality, 
and partly from the way people organise information" (Woolfolk and 
McCune-Nicolich, 1984:197). 
2 "Perception is the way in which individual human beings or groups of 
human beings view the world around them" (Cole, 1973:239). 
Thus it would appear that both individuals and groups of people have their 
own points of view in respect of time, place, events, other people and other 
countries. 
It is also important to note that what one directly experiences or perceives 
means much more than information gathered secondhand. 
In ES, teachers are primarily concerned with the world of pupils and pupils' 
, 
experiences. ES~ therefore, seeks to aid children to develop social identities 
through development of their sense of time and place. 
Gestalt theory is based on the belief that people tend to organise their 
perceptions into patterns or relationships in order to make sense of the world. 
The basic principle of Gestalt psychology called 'Pragnanz' states that 
patterns are recognised by re-organising stimuli so that they become simpler, 
more complete and more regular than they actually are. The role of teachers 
in ES is, therefore, to help pupils to use their individual experiences and 
knowledge in order to understand and to make sense of the world around 
them (Woolfolk and McCune-Nicolich, 1984). 
Before teachers are able to provide the sort of guidance pupils require in order 
to make sense of their world, it is necessary for teachers to clarify their own 
perceptions and to understand their pupils' perceptions. Unfortunately, when 
interpreting a syllabus such as that of ES, teachers frequently tend to use 
their own frame of reference rather than attempting to understand that of 
their pupils. 
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Teachers' expertise and experience will, furthermore, influence their 
interpretation and implementation of a syllabus such as ES. For example, ES 
teachers who are familiar with theme-teaching perceive ES as an integration 
of all subjects that can be taught easily through one theme, while others 
perceive ES as health education because of the topics covered in the ES 
syllabus. There are also those teachers who perceive ES as a subject dealing 
with nature, and as a result they tend to concentrate on the natural 
environment and neglect the social environment. 
However, teachers ought not to be forced to perceive ES in the same way, as 
their perceptions of ES should not only be shaped by their own experiences 
but also by the needs of their particular pupils. Yet in spite of the flexibility 
that is necessary in ES, teachers should understand the general goal of ES, 
which is to develop the pupil's sense of identity. 
Slater (1982:91) defines 'attitudes' as packages of beliefs which influence 
people's decision-making and behaviour. 
As with perceptions, attitudes are unique to each individual because people 
do not receive the same sensory inputs in the same manner or order. Woolfolk 
and McCune-Nicolich (1984) state that attitudes are learned both through 
positive and negative experiences and through modelling. The assertion is that 
positive attitudes are generated through successful performances. 
Two things that influence people's attitudes are 'knowing what' and 'knowing 
how'. 'Knowing what' has to do with verbal information which includes the 
content of the subject, for example, facts, names, descriptions, dates and 
characteristics. An ES teacher will have a positive attitude if she knows what 
to teach, that is, if she knows the content of ES (Woolfolk and 
McCune-Nicolich, 1984). 
'Knowing how' is an intellectual skill that makes it possible to use symbolic 
and verbal forms of communication. Through symbols the teacher can interact 
with his pupils and with the environment indirectly, using mental 
manipulations and calculations to solve problems (Woolfolk and 
McCune-Nicolich, 1984). 
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In the current situation in Transkei, teachers generally know what to teach if 
they follow the current departmental syllabi. The real problem which affects 
teachers' attitudes to ES would appear to be a lack of 'knowing how'. 
Since individual experiences vary both in terms of circumstances and teaching 
expertise, attitudes therefore reflect the learned behaviour of an individual 
who has been shaped by positive and negative experiences. 
In seeking to identify teachers' perceptions of and attitudes to ES, this study 
will analyse not only how teachers perceive ES but also what teachers' 
perceptions are of their pupils' needs. 
3.3 RESEARCH PROCEDURES 
This study was completed in two phases. 
The first phase involved a series of interviews conducted in the six 
selected schools. 
2 The second phase evaluated ES in these schools through classroom 
observation and an evaluation of the schools' ES programmes where 
these differed from the formal syllabi. 
A common problem in research of this nature is the difficulty of establishing 
validity and reliability. "Validity refers to the extent to which a measure 
actually measures what it is supposed to measure", while "reliability involves 
the extent to which a measure is consistent and the degree of consistency 
should occur upon repeated application" (Dane, 1990:261-262). In the course 
of the discussion which follows, attempts to resolve this problem, as far as 
possible, will be considered. 
3.3.1 Phase I : The Interviews 
Interviews are traditionally an instrument used to gather data in conducting 
surveys. 
Surveys gather data at a particular time with the intention of describing the 
nature of the existing conditions, identifying standards against which existing 
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conditions can be compared, or determining the relationships that exist 
between specific events (Cohen and Manion, 1989). 
Surveys involve one or more of the following data-gathering techniques: 
structured or semi-structured interviews; self-completion or postal 
questionnaires; standardised tests of attainment or performance and 
attitude scales (Cohen and Manion, 1989:87). 
For the purpose of this small-scale survey, semi-structured interviews were 
employed. 
A survey, such as was employed by this study, although small, enables the 
researcher to gather a broad range of data while concentrating on a specific 
problem relevant to the needs of the study (Cohen and Manion, 1989). 
Interviews were chosen rather than questionnaires or other data-collecting 
instruments for the reasons discussed below. 
According to Cohen and Manion (1989) a research interview is a two-person 
conversation initiated by the interviewer for the specific purpose of obtaining 
research-relevant information. The interviewer focuses on content specified by 
the research objectives of systematic description, prediction or explanation. It 
also involves the gathering of data through verbal interaction between 
individuals. 
In terms of design, interviews may either be structured, semi-structured or 
unstructured. In structured interviews set questions are asked and the 
answers are recorded on a standardized schedule. The main advantage of a 
structured interview is its uniformity of measurement which leads to greater 
reliability. The main disadvantage is that the interviewer has no freedom to do 
anything except nod and make 'neutral noises' (Burroughs, 1971:103). 
In semi-structured interviews the researcher poses predetermined questions 
but has considerable flexibility concerning follow-up questions. The main 
advantage of semi-structured interviews is that they are less formal; the 
interviewer is free to modify the sequence of questions, change wording, 
explain questions or add to the questions; the interviewer can also probe for 
more specific answers to clear up any misunderstanding (Cohen and Manion, 
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1989). The main disadvantage of this method is its flexibility, because not 
every respondent is asked the same questions, thus reducing validity (Dane, 
1990). 
In unstructured interviews, the researcher encourages the respondent to 
discuss a topic but provides little or no guidance and very few direct 
questions. The main disadvantage of these interviews is that responses are 
idiosyncratic and make it impossible to analyse data obtained. The main 
advantage is that the respondent is given freedom and the interviewer can 
probe in order to elaborate on particular responses (Dane, 1990). 
All interview methods are generally expensive, time-consuming and involve 
small samples. Research, however, shows that interviews have high reliability, 
but their validity is lower than that of a questionnaire (Dane, 1990:129). 
In spite of the limitations of interviews, their flexibility and the opportunities 
they provide for gathering in-depth data, led the researcher to choose this 
method. 
Furthermore, the semi-structured interview format was chosen as it met the 
needs of this particular study, where a degree of structuring was needed to 
maintain reliability and validity. The structuring, administration and evaluation 
of interviews will be considered later in this chapter. 
3.3.2 Phase 2 : The evaluation of the ES programmes 
This phase was initiated by analysing current ES syllabi used in the DET, Cape 
and Transkei Education Departments by applying an adaptation of Catling's 
criteria for the planning of the geography curriculum for the JP and Senior 
Primary phases, as discussed in chapter two. 
3.3.2.1 Classroom observation 
The ES programmes in the selected schools were evaluated through 
classroom observation, which may be seen either within the context of action 
research or in terms of a case study. This study did not involve the 
development and testing of new teaching material, but was simply concerned 
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with evaluating the existing syllabi. Furthermore, the observation was 
concerned with the evaluation of a particular unit of work within the schools' 
ES programmes. This study is, therefore, more closely aligned to a case study 
approach than to action research. 
3.3.2.2 The case study 
A case study typically observes the characteristics of an individual unit, for 
example, a child, a clique, a class, a school, or a community (Cohen and 
Manion, 1989:124). 
The purpose of the case study is to probe deeply and to intensively analyse 
the multifarious phenomena that constitute the life cycle of a unit with a view 
to establishing generalisations about the wider population to which that unit 
belongs (Cohen and Manion, 1989). This predictive capacity, together with 
the factors set out below, led the researcher to choose a case study approach 
as the one most suited to meet the needs of the study. 
Advantages of case studies 
Data collected by means of a case study are based on reality, because 
the researcher is investigating a real situation under actual conditions. 
2 Case studies allow generalisations either about or from an instance to a 
class. They pay attention to the subtlety and complexity of the case in 
its own right. 
3 Case studies recognise the intricate nature and embedded ness of social 
truths. 
4 The product of case studies may form a resource of descriptive material 
that can enable subsequent re-interpretation. 
5 The results of case studies encourage active application, since their 
insights may be directly interpreted and put to use. 
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6 Data collected from case studies are often more accessible to the public 
than other kinds of research report. 
7 Case studies may contribute towards the fair distribution of 
opportunities for decision-making and of knowledge itself. They allow 
the readers to judge the implications of a study for themselves 
(Bromley, 1986; Cohen and Manion, 1989; and Edwards, 1990). 
The most commonly used procedure for conducting systematic observation in 
classrooms is that of live observation by the researcher (Croll, 1986). 
Croll (1986:1) defined 'observation' as a process whereby observation is done 
through a systematic set of rules devised for recording and classifying events. 
The advantages of live observation include the following factors: 
The observer is generally unobtrusive in the classroom. 
2 Such observation capitalizes on the flexibility of the individual observer. 
3 Observers, furthermore, can easily switch attention between different 
individuals or different events. 
4 A single observer can adapt rapidly to respond to what is going on 
(Croll, 1986). 
This type of observation does, however, have some disadvantages which 
include the following: 
the nature of the observation is limited by the requirements that it must 
be possible for an observer to observe and record simultaneously, thus 
limiting the complexity of observation (Croll, 1986); 
2 observation is a slow process which can only deal with a small and 
non-random sample; 
3 it is expensive of skills and time, as the individual observer often cannot 
spend much time, nor is able to travel long distances, which the topic 
may often demand (Burroughs, 1971). 
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Observation in this study focused on teaching strategies used by various 
teachers which were then assessed in terms of Catling's (1987) criteria for 
the curriculum content selected for geography and ES in primary schools. 
The researcher was a non-participant observer who sat at the back of the 
classroom recording verbal exchanges between teacher and pupils by means 
of a structured observation schedule (Cohen and Manion, 1989). Observation 
was conducted in six classes, that is, two Sub A classes, two Sub B classes 
and two Standard I classes in the six selected schools in DET, Cape and 
Transkei. 
The study proper was preceded by a pilot study, an acknowledged means to 
reduce errors and to increase the realiability of a study. 
3.4 THE PILOT STUDY 
A pilot study was undertaken in Transkei and Grahamstown in two schools. 
One school was a government school and the other was a private school. Six 
teachers were used, three from Transkei and three from Grahamstown, to test 
the feasibility of the study, including the adequacy of interviews and 
observation schedules as research procedures. Thereafter, the necessary 
corrections were made to produce the final functional research instruments. 
3.5 RESEARCH SAMPLE CHARACTERISTICS 
According to Cohen and Manion (1989)' a sample is the population upon 
which the survey focuses attention. Such a sample enables one to collect 
information from a smaller group or subset of the population in such a way 
that the knowledge gained is representative of the total population under 
study. The researcher used probability sampling, which is a sample in which 
the probability of selection of each respondent is known (Cates, 1985:59). 
This sampling method enables the researcher to choose a sample which 
should resemble the defined population closely. Probability sampling generally 
increases the confidence of the researcher, because the sample is typical of 
the defined population (Cates, 1985). In non-probability sampling, which is 
any procedure in which elements have unequal chances of being included, it 
is usually impossible to determine the appropriate sampling distribution which 
is required for estimating the sampling error (Dane, 1990). 
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Probability sampling may utilize techniques such as simple random, stratified 
random, cluster sampling, systematic and stage sampling (Cohen and Manion, 
1989). The researcher used cluster sampling, which involves randomly 
selecting hierarchical groups from a sampling frame. Cluster sampling was 
chosen because the researcher wanted to select a specific number of schools 
in order to conduct interviews and observations (Cohen and Manion, 1989; 
Dane, 1990). 
Cluster sampling was chosen because the advantages outweigh the 
disadvantages. The advantages are that cluster sampling is less expensive 
than other methods, requires less time to draw a sample from a population 
and avoids administrative difficulties; while the disadvantage is that one 
cannot be confident that the sample is representative or typical of the defined 
population (Cates, 1985; Dane, 1990). 
The sample used in this study consisted of six schools. In Transkei, three 
schools were selected, one private school in Umtata district and two 
government schools in Mqanduli district: one in an urban area and the other 
one in a rural area. It was felt that this would be the most representative 
sample possible under the circumstances. The other three schools selected for 
the study were located in the Grahamstown district. These schoo'" 'r 
selected purely on the basis of convenience. However, an attempt was I1lu..l~ 
to make them representative of the population by choosing two urban schools 
and a rural school. Private schools were chosen because of the understanding 
that they have a particularly interesting programme of ES. A government 
school was also chosen for comparison purposes. 
There were 32 teachers teaching ES in the JP phase in the six selected 
schools. Fifty per cent of these teachers, that is, 16 teachers, were selected 
for interviews and classroom observation. This was done to ensure that the 
number of the chosen teachers was representative of all the teachers in the 
six selected schools. These were teachers teaching from Sub A to Standard I. 
3.6 THE DESIGN AND ADMINISTRATION OF THE RESEARCH 
INSTRUMENTS 
The interview schedule was divided into ten questions. These questions were 
based on the programme used for ES; organisation and administration of ES; 
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resources used in ES; needs of ES teachers; short-term and long-term aims of 
ES; needs of pupils; whether or not the pupils' needs were fulfilled by the 
programme; problems of ES teachers; and the knowledge gained by pupils 
from ES programmes (Appendix 3.A). 
The teacher observation schedules were divided into five sections. Section A 
was a general section asking general questions. The second section dealt with 
questions on the development of sense of place, time and social identity. The 
third section dealt with resources used, the fourth section dealt with the skills 
developed and the last section dealt with teacher and pupil input (Appendix 
3.8). 
The teacher observation summary was divided into two sections. Section A 
was a general section relating to general questions on the class observed; 
number of pupils; name of school; location of school; type of school; time 
when the lesson was observed; time span of the lesson; topic observed; and 
the statement of the aims of the lesson. Section 8 dealt with Catling's criteria 
in relation to the effectiveness of teaching strategies used; the extent to 
which the pupils' sense of place, time and social identity were developed; and 
the extent to which skills, such as social, language, numeracy, cognitive, 
aesthetic and practical skills, were developed (Appendix 3.C). 
Interviews and observations were conducted in March, April, May and June 
1992. The researcher conducted these interviews in person during working 
hours. The Transkei Department of Education was consulted to obtain the 
necessary permission (Appendix 3.0). In private schools, the headmasters 
were contacted by telephone to obtain permission to conduct interviews and 
observations in the selected schools from Sub A to Standard I. The same 
procedure was followed for the DET schools. 
References to different sections were recorded according to the time schedule 
by the researcher while observing lessons in ES (Burroughs, 1971). After the 
teacher observation schedules were completed, the teacher observation 
summary was completed by the researcher. These were quantified using the 
Likert scale whereby a cross (X) in the appropriate rating column indicated the 
choice corresponding with the researcher's feelings. 
For example, the following ratings were used: 
I = Very Weak 
2 = Weak 
3 = Satisfactory 
4 = Good 
5 = Very Good 
In Section A the ratings were: 
Yes = 5 
No = 
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or 
or 
or 
or 
or 
Strongly Disagree 
Disagree 
Uncertain 
Agree 
Strongly Agree 
These ratings were used to assign a code number to the responses. The 
primary task of this coding was to make the data more manageable (Cohen 
and Manion, 1989). 
3.7 VALIDITY AND RELIABILITY OF THE INSTRUMENTS 
The researcher was continuously aware of the problems of validity and 
reliability in terms of the research instruments used. The discussion belov. 
considers attempts made to reduce these problems where possible. 
The interview and observation schedules were scrutinised by colleagues and 
by the supervisor in order to identify and eliminate errors and to check their 
accuracy and uniformity. 
Construct validity was applied to both instruments by evaluating the extent to 
which comparisons and contrasts were affected by the instrument. 
Furthermore, the use of Catling's criteria provided a standardized measure 
against which to evaluate the programmes (Dane, 1990). 
Reliability was tested by the test-retest technique (Cohen and Manion, 1989). 
This technique involves presenting the same measure to the same people at 
two different times and then comparing the results. The test-retest method 
was feasible since the survey included only six schools. Furthermore, five 
respondents were interviewed and observed twice within an interval of two 
weeks to check the consistency of their responses and classroom activities. 
A further method of increasing the reliability and validity of the study was the 
use of 'Triangulation'. Triangulation involves the use of two or more methods 
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of data collection in studying aspects of human behaviour. Triangulation may 
also be achieved through the use of more than one observer. In this study 
methodological triangulation was used. This form of triangulation is designed 
either to employ the same method on different occasions or to use different 
methods on the same object of study (Cohen and Manion, 1989). In this study 
the latter applies. 
According to Cohen and Manion (1989) triangulation has the following 
advantages: 
The use of different methods of data collection increases confidence in 
the reliability and validity of the data, as exclusive reliance on one 
method may distort the researcher's picture of the particular reality 
under investigation. 
2 Triangulation techniques provide flexibility which increases reliability, 
since many data-collecting methods are made possible. 
3 Triangulation utilizes either normative or interpretive techniques, or it 
draws on methods from both these approaches and combines them. 
3.8 DATA ANALYSIS 
A qualitative rather than a quantitative approach was adopted as the purpose 
of the survey was to explore perceptions of teachers and to analyse and 
evaluate the use of Catling's (1987) criteria in various ES programmes. This 
factor is allied to the fact that the number of interviewed teachers was too 
small to be representative of more than the schools selected or to permit 
generalisations using statistical procedures. Hence, the data for the interviews 
were analysed by comparing teachers' perceptions of ES with particular 
regard to: 
Their understanding of the concept of ES. 
2 The aims and objectives of ES. 
3 The rOle and value of ES. 
4 Organisation and administration of ES. 
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5 Teaching of ES with special reference to teaching strategies, resources 
and problems encountered by teachers in the teaching of ES. 
This comparison of teachers' perceptions was based on the number of 
teachers who had the same or different opinions. 
The observation schedules were analysed by applying an adapted version of 
Catling's (1987) criteria to the lessons taught in the six observed classes. 
Comparisons were then made in terms of the following criteria: 
I. Spatial perception 
This criterion considered the extent to which the programme aids the 
development of the pupil's spatial perception awareness and understanding; 
the extent to which the pupil's developing cognitive map is being catered for; 
and how it affects the pupil's territorial understanding and curiosity about 
other places (Catling, 1987). 
2 Use of the environment 
The second criterion considered the extent to which the pupil is being taught 
to be an effective user of his space; the extent to which the pupil is being 
educated about his environment; and the extent to which the programme 
explains the nature of the place and the main features of the place (Catling, 
1987). 
3 Appreciation of the environment 
The third criterion considered the extent to which pupils are taught to 
appreciate what they have and to look after what they have; and the extent 
to which pupils are taught to enjoy and value their environment (Catling, 1987). 
4. Critical evaluation of the environment 
The fourth criterion considered the extent to which pupils are taught to be 
critical about their environment; the extent to which there are opportunities 
for pupils to evaluate their environment; and the extent to which ES 
programmes incorporate critical thinking skills (Catling, 1987). This criterion 
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reflects Brunerian and Constructivist thinking in that even very young pupils 
are perceived to be able to use thinking skills, provided that the tasks set are 
related to their level of development. 
5 Children as developers of their place 
The fifth criterion considered the extent to which the ES programme develops 
in pupils an understanding of how each individual interacts with the 
environment and has an impact on the environment; and the extent to which 
pupils know that they have the power to do certain things to bring about 
change (Catling, 1987). 
3.9 LIMITATIONS OF THE STUDY 
One limitation recognised was the narrowness of the study. This was 
unavoidable both in terms of the requirements of the half-thesis and because 
of constraints imposed on the study by time and costs. 
The choice of private schools in the Cape also constituted a limitation, 
because they were both in the Grahamstown district and had an influence on 
each other; as a result there were similarities rather than differences in their 
approaches and the content taught in ES. 
Perhaps a more serious limitation of the study is the lack of an indepth 
investigation into the socia-economic and cultural backgrounds of the pupils. 
This dimension would have provided greater relevance to the existing study. 
The scope of this thesis, however, prevented an investigation of this nature. 
So too, an analysis of the teachers' experiences and expertise would have 
further enhanced the study. This again, was beyond the parameters of the 
research. All that was possible in this respect, is the brief description of each 
school in chapter four. 
3.10 SUMMARY 
This study is primarily based on the analysis of teachers' interpretation of 
existing ES syllabi and on analysis of their perceptions of their pupils' needs. 
The small-scale survey which was undertaken to ascertain teachers' 
perceptions of ES and to establish their understanding of their pupils' needs 
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provided a valuable backdrop against which to evaluate methods and 
procedures used in the classroom. 
The classroom observation was such that the data obtained in the six selected 
schools could be cross-referenced and checked against the interview results 
and Catling's criteria. An analysis of data obtained via the methodology 
discussed above will be presented in chapters four and five. 
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CHAPTER FOUR 
PHASE 1 : INTERVIEW RESULTS 
4.1 INTRODUCTION 
Semi-structured interviews with sixteen teachers from the six selected schools 
were undertaken to identify teachers' perceptions of ES with particular regard 
to their understanding of: 
the concept of ES; 
2 the aims and objectives of ES; 
3 the role and value of ES; 
4 the organisation and administration of ES; 
5 the teaching of ES with special reference to teaching strategies, 
resources and problems encountered by teachers. 
This chapter presents the results of the interviews and analyses the 
implications of teachers' perceptions of ES for the effective implementation of 
the subject. 
Before considering the results of the interviews, a brief description of each 
school will be given to contextualise the teachers' responses and the 
classroom observation in chapter five. 
4.2 BACKGROUND OF THE SCHOOLS 
School A is a private school in Grahamstown. It was founded by the 
Methodist Church and is controlled by its own council. This school provides a 
co-educational and non-racial envirionment. This school also aims to provide 
individual pupils with opportunities to develop spiritually, academically, 
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socially, culturally and physically; and to create an awareness of society and 
the responsibility of citizenship. 
Although this school is non-racial, there are few Black pupils, consequently 
the cultural ethos is western-liberal. This is a very expensive urban school 
which can only be attended by pupils from affluent backgrounds. All the 
teachers who teach in this school are Whites. 
School B is also a private preparatory school in Grahamstown, founded by the 
Anglican Church. This school also provides a co-educational and non-racial 
environment. This school is designed to promote a stable, caring learning 
environment for the pupils. There are also relatively few Black pupils at the 
school and the teachers are Whites. This is an urban boarding school which, 
like school A, is also very expensive. 
School C is a private school in Umtata, Transkei. It is an independent, 
co-educational school which is open to all races. It is governed by a Board of 
Trustees and a school committee which works closely with the principal in the 
day-to-day running of the school. The school offers a sound academic 
environment and provides stimulating extra-mural activities. 
The school is an urban day school. Most of the teachers are Coloureds, 
Ghananians and Blacks. Very few are Whites. Although this school is open to 
all races, most of its pupils are Blacks and Coloureds. Pupils come from 
affluent and middle-class families in Umtata. 
School D is an urban government school in the Mqanduli district in the 
Transkei. It was founded in 1991 as the Transkei Education Department's first 
English medium school. Parents perceive English as the key to new 
advancement opportunities for their children and their area. The school has 
been given the freedom to develop an experience-based curriculum which 
enhances the childrens' interests iri an understanding of local affairs. 
There are two White teachers at the school and three Black teachers. All of 
the pupils in the school are Blacks. Since the school is a government school, 
the tuition is cheap and even pupils from poor economic backgrounds can 
afford to attend it. The classes are still held in temporary buildings because of 
the shortage of funds for building classrooms. 
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School E is a Junior Secondary school in the Mqanduli district. This is a rural 
co-educational government school. The school begins from Sub A through to 
Standard 7 and has only seven teachers, all of whom are Black. Sub A and 
Sub B are combined into one class, together with Standard I and Standard 2 
because of the shortage of teachers. 
Pupils in the school come from very poor socio-economic backgrounds and as 
a result most of them cannot even afford to buy the school uniform. 
Until recently, Sub Standards A and B were taught outside because of the 
classroom shortages. There was a block of two temporary classrooms and the 
school had to borrow huts from the surrounding residential area. Classes 
were, resultantly, scattered all over the village. The principal has now 
negotiated with the Transkei Appropriate Technology Unit projects, and has 
received a block of five permanent classrooms. 
School F is a rural government school in Grahamstown. This primary school 
(Sub A to Standard 3) was founded by the Methodist missionaries and was 
later taken over by the government in 1955. It is now controlled by the 
Department of Education and Training (DET). The school has made a vital 
contribution in the development of the Grahamstown community. It provides 
literacy and basic academic training to adults at night, in addition to the 
normal full school day. The school has new buildings that were officially 
opened in 1988. It is a beautiful school with twenty-six modern classrooms 
and twenty-six Black female teachers. 
Pupils in this school come from a very poor socio-economic background. They 
live in the deprived townships of Grahamstown where there is a high 
unemployment rate. 
4.3 THE COMPOSITION OF THE INTERVIEW SAMPLE 
The interview sample consisted of sixteen, out of a possible thirty-two, 
teachers. The sample was composed as set out in Table 4.1 
All the respondents were females and of the sixteen teachers all but two had 
more than five years of teaching experience. 
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TABLE 4.1 
COMPOSITION OF INTERVIEW SAMPLE 
. 
Region Location No of No of 
schools teachers 
PRIVATE SCHOOLS 
A Umtata Transkei Urban 1 3 
B Grahamstown Cape Urban 2 5 
GOVERNMENT 
SCHOOLS 
A Mqanduli Transkei Urban and 
rural 2 4 
B Grahamstown 
(DETJ Cape Rural I 4 
I i I 
, 
4.4 ANALYSIS OF INTERVIEWS 
The interviews are presented and analysed in relation to the grouping of the 
questions on the interview schedule (Appendix 3.AJ. 
4.4.1 Teachers' understanding of the concept ES. 
Each teacher was asked to define what she understood by the term ES. The 
results are shown in Table 4.2. 
The results revealed that all sixteen teachers identified ES as a composite 
subject variously incorporating subjects such as health education, religious 
education, geography, history and general science. There was, however, no 
common agreement as to how ES had been structured in terms of subject 
integration. 
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TABLE 4.2 
DEFINITION OF ES 
(n = 16) uroan Pri vote Sclm1s 9Jveri1imt &:troIs 
I 
2 
3 
4 
I I I Urban i ~I 
. 
Gtn. Gtn. Untata I t1lardJli I I t1lardJli Gtn.·1 
A B C 0 E F Total 
ES is the integration 
of subjects through 
thares 3 2 5 
ES is the correlation 
of other subjects 
through topic work 3 3 
ES is an approach used 
to integrate rnaths am 
English oral 2 2 
ES is the i ncorporati on 
of all subjects, for 
exarrple, health, 
geography am history 2 4 6 
There was no general agreement as to how ES should be approached. Eight 
teachers in the private schools perceived ES as an integration of subjects 
across the curriculum. Of these eight teachers, five stated that ES could be 
approached through theme teaching, while the other three asserted that ES 
could be approached through topic work. In the urban government school, 
two teachers perceived ES as having a limited integration with subjects such 
as English and mathematics, while in the rural government schools, six 
teachers saw ES as the incorporation of health education, geography and 
history. Two rural teachers in Transkei interpreted ES as health education. 
The responses of the teachers interviewed and the analysis of the three syllabi 
used in these schools revealed that there was no common definition for ES. 
ES was defined by the various syllabi as follows: 
According to the Cape Education Department syllabus, ES provides the 
foundation for history and all the sciences in later education. 
2 In the DET syllabus, ES is incorporated as a single subject, whose 
content forms an initial, elementary study of the subjects geography, 
history and nature study. 
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3 In the Transkei private school, ES is seen as a branch of school activity 
that has to do with the child's development: physically, emotionally and 
socially (Appendix 4.A, 4.B and 4.C). 
The only commonality in terms of definitions existed between the Cape 
Education Department and DET syllabi, with regard to the incorporation of 
history. It was, however, noteworthy that the responses of teachers 
interviewed did not reflect the definition of ES presented in the particular 
syllabus with which they worked. 
An analysis of teachers' perceptions of the aims of ES in relation to the 
various syllabi aims provided a clearer picture of how teachers conceptualised 
ES. 
4.4.2 Aims and objectives of ES 
The interviews revealed that teachers perceived ES as being primarily a means 
to make pupils aware of their environment and to stimulate an interest and 
appreciation for the environment. It was, however, apparent from the results 
(Table 4.3) that teachers either tended to concentrate on the natural 
environment or emphasized the pupils' immediate environment, rather than 
interpreting the notion of an environment in the holistic manner advocated by 
Catling (1987) and the aims of the ES syllabi. 
A detailed analysis of the responses revealed the following: 
Ten teachers identified ES as a means to teach pupils about their 
immediate environment. Of the ten teachers, five taught in the private 
schools in Grahamstown and Umtata, while the other five are based in 
the urban government school in Mqanduli, Transkei and the rural 
government school in Grahamstown. The teaching of the immediate 
environment was, however, interpreted differently by the individual 
teachers as revealed by Table 4.3. 
2 Eleven teachers interpreted the environment somewhat more broadly 
and included aspects related to the wider environment with a particular 
emphasis on nature and knowledge about nature. Of these teachers, six 
in the private schools stressed that ES is a means to promote interest, 
appreciation, love and care for nature. The five teachers in the 
government schools emphasized an awareness of and care for the 
environment. 
1 
2 
3 
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TABLE 4.3 
AIMS AND OBJECTIVES OF ES 
(n = 16) Urban Private ~ls G::>veTTlTBlt STrols 
" I I Urban I 
. ~l 
Gtn. Gtn. ltntata I M:jardJl i I 'I f>t!ardJI i Gtn. I 
A B C 0 E F Total 
To teach pup i 1 s abCXlt 
, their irmediate en-
virorTl'Ent 2 1 2 1 4 10 
To stirrulate pupils· 
interest and appre-
ciation, love and care 
for nature 2 2 2 1 2 2 11 
To make pupils par-
ticipate actively and 
develop socially 
within the class groups 1 1 1 3 
3 Three teachers from the Transkei private school, a Grahamstown 
private school and a Transkei urban government school, furthermore 
identified ES as a means to encourage pupil participation and social 
development within the class groups. 
An analysis of the aims of ES in the three syllabi used by the various schools 
revealed the following common purposes: 
To arouse interest, love and the desire to know more about the pupil's 
own locality, his country, nature as a whole and about his own and 
other people. 
2 To develop in the pupil an attitude of appreciation for the way of life of 
people in his own locality and elsewhere in the country. 
3 To teach pupils to be aware of man's dependence on nature and the 
interdependence of man and man. 
A comparison of the above aims with Catling's criteria revealed a close 
similarity in that ES emphasized the need to foster pupils' awareness, 
understanding, appreciation, and concern, for the environment through 
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studies related to both the pupil's immediate environment and the wider 
environment. 
Once again, it was noted that the teachers interviewed did not interpret the 
purpose of ES according to the aims of the syllabi with which they worked. It 
would, therefore, appear from this analysis that the content of the syllabi was 
more closely followed and referred to than were the aims and objectives in 
the preamble of these syllabi. 
In looking at the teachers' perceptions of the purpose of ES, the researcher 
felt that none of the respondents consciously, systematically and purposively 
developed their programmes in relation to the specific children's particular 
needs. 
The interviews and the classroom observations, furthermore, revealed that 
teachers had not reflected in any real depth on the aims of ES either in 
relation to those prescribed by the syllabi or in terms of their pupils' specific 
needs. 
4.4.3 The role and value of ES 
Table 4.4 reveals that all the teachers interviewed perceived the most 
important role of ES as being a means to develop skills. All sixteen teachers 
interviewed emphasized cognitive skills which included writing, drawing, 
reading, counting, talking, observation and reasoning, but the eight teachers 
in government schools also emphasized the development of communication 
skills. One-third of the teachers emphasized that through ES pupils were able 
to learn to love nature and to live in harmony with their environment. 
Other values perceived by teachers included environmental consciousness, 
where five teachers indicated that pupils who were taught environmental 
consciousness did not litter anywhere and they usually picked up papers. Of 
these five teachers, three taught in the private schools in Grahamstown and 
Transkei, while the other two taught in the rural government school in 
Grahamstown. 
When comparing the teachers' perceptions of the role and value of ES with 
Catling's criteria it was interesting to note that teachers instinctively saw ES 
as a means for pupils to identify with places and to live in harmony with their 
immediate environment. This was seen by Catling as an essential aspect of a 
subject such as ES. 
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TABLE 4.4 
ROLE AND VALUE OF ES 
_. -
(n = 16) Urban Private Sdmls tovermart: S::tmls 
I I I I 
. Urban ~l 
Gtn. Gtn. Urrtata I M:larrl.rli I I ~li Gtn.' 
A' B C 0 E F Total 
1 Develop skills, like 
, writing, talking, ob-
2 
3 
servatioo and 
reasooing 3 2 3 2 2 4 16 
Love nature and live 
in harrrony with the 
envirorrrent 2 1 2 5 
Chi 1dffil are taught 
env i rorrrenta 1 coo-
sciousness, e.g. 
collect papers, do 
not litter, etc. 2 1 2 5 
--
Teachers, however, did not appear to understand the role played by pupils' 
curiosity in developing their sense of place, as only one teacher from the 
Transkei rural government school identified this aim. 
As a result of this, teachers therefore appeared not to know how to capitalize 
on this aspect of pupils' development in their interpretation of ES. 
Catling emphasized the need to build upon pupils' understanding of how 
places work; this aspect was interpreted by both teachers in the private and 
government schools as being environmental consciousness, which they 
perceived to be developed through observation and interaction with the 
environment. 
Catling, furthermore, identified the need for pupils to develop skills, such as 
observation, graphicacy, oracy, literacy, numeracy, problem solving and 
communication in order for them to understand the environment. Teachers 
were also conscious of the relationship between knowledge and skill 
development in relation to ES. 
It was, however, necessary to see whether teachers were able to relate their 
perceptions to the actual teaching of the subject, particularly in view of the 
(n 
1 
2 
3 
4 
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rather superficial examples provided by the teachers. Therefore, this aspect 
will be further explored in the analysis of the classroom observations. 
4.4.4 The orgaoisation and administration of ES 
The interviews revealed that three schools had a specific syllabus for ES 
which they followed, whereas the other three schools did not have any 
specific syllabus guides for ES. Secondly, three schools had specific times set 
for ES, whereas the other three did not have any specific times set for ES. 
TABLE 4.5 
USE OF SYLLABUS GUIDES 
= 16) Urban Private ~ls GJvemrart Sdlcols 
1 I I I Urban ~l 
Gtn. Gtn. Urrtata I rklarrllli i I rklardlIi Gtn.' 
A B C 0 E F Total 
No specific syllabus 
guide for ES 2 1 2 5 
Specific guides used 
for ES am follONed 
strictly 3 2 4 9 
tDveYTTTl2flt sy 11 abus 
used to get ideas, not 
followed strictly 1 1 2 
-
Teach current things 
happening in the 
enviroment: 
4.1 events to be 
celebrated 1 1 
4.2 days marked in 
the calendar 2 2 
4.3 historical events 3 3 
4.4 childrens I 
interests am 
feelings deter-
mine the theTe 
to be taught 3 2 5 
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Table 4.5 reveals the following in relation to the use of syllabus guides: 
1 The private schools in Grahamstown did not follow any syllabus guide. 
2 The Transkei urban government school did not have any specific guide 
for ES; instead, ES is integrated into mathematics and language 
(Appendix 4.D). 
3 In schools where specific syllabi were used, these were rigidly adhered 
to. For example, the Transkei rural government school followed the 
Cape Education syllabus for ES (Appendix 4.A); the Grahamstown rural 
government school followed the DET syllabus for ES (Appendix 4.8); 
and the Transkei private school had its own syllabus guide (Appendix 
4.C). 
An analysis of the organisation and administration of ES through the use of 
syllabus guides revealed the following: 
The schools that had syllabus guides had definite routes to follow. 
2 Schools that did not have syllabus guides had no definite route to 
follow and this could cause problems for new, inexperienced teachers. 
This could also be a problem for Heads of Departments (HODs), who 
had to supervise teachers with no common text from which to teach 
and to prepare lessons for ES. 
3 Teachers from the Grahamstown private schools did not have syllabus 
guides and stated that they organized their programmes in the following 
manner: 
(i) Three teachers from one private school indicated that emphasis 
was placed on events in the community and in the local 
environment. 
(ii) Three teachers from the two Grahamstown private schools stated 
that childrens' interests and feelings determine the theme to be 
taught. 
(n 
. 1 
2 
= 16) 
I 
. 
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TABLE 4.6 
TIMETABLE FOR TEACHING ES 
Urban Private Sdmls GJveTTlTBlt Sdm1s 
I I 
Urban IUaI 
Gtn. Gtn. Untata lM:jarrlJIi I I M:jarxiJ Ii 
A B C 0 E 
I 
Gtn. I 
F Total 
t'b sp=ci fie tirre 
set for ES 3 2 2 .7 
Specific tirre set 
for ES -
5x15 mins/week 2 2 
6x20 mins/week 1 1 
7x?iJ mins/week 1 1 
3x30 min/vJeek 4 4 
3x35 mins/week 1 1 
Table 4.6 revealed the following in relation to the specific time set for 
teaching ES: 
Seven teachers stated that they did not have any specific time set for 
teaching ES, but they also stated that they spent most of their time 
teaching ES through themes. 
2 Nine teachers stated that they had a specific time set for teaching ES, 
and as a result they followed set timetables. Although all nine teachers 
followed timetables, the number of periods per week and the time set 
for each period varied from school to school and from class to class in 
other schools (Appendix 4.E, 4.F and 4.G). 
The way in which a school organises and administers a subject such as ES 
will influence not only how it is implemented and interpreted, but will 
influence the extent to which the accepted aims (chapter two) are achieved. 
(n 
1 
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11 
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4.4.5 The teaching of ES 
As has been noted in chapter two, the teaching of ES can only be effective if 
the teaching strategies and resources used are appropriate to the level of 
development of the pupils taught. The following section is subdivided into 
. 
three subheadings dealing with the teaching strategies, teaching resources 
used and problems encountered by teachers in the teaching of ES. 
4.4.5.1 Teaching strategies 
TABLE 4.7 
TEACHING STRATEGIES USED IN ES 
= 16) Urban Private ~ls Q)veTTITEnt Sctmls 
I I I I 
Urban f@al 
Gtn. Gtn. Untata I~arduli I 'I~anirli Gtn.' 
A B C 0 E F Total 
Topic work 1 1 2 2 4 10 
There teach ing 3 2 2 7 
Group work 1 1 2 1 2 7 
Class discussion 2 1 1 1 2 7 
Group teaching 1 1 1 2 1 6 
Class teaching 1 2 1 2 6 
Cutdcor work ' 2 1 2 5 
Project work 2 1 1 4 
ExperilTBlts 2 1 3 
\<.brksheets 2 1 3 
Oral work 2 2 
Childrens I nEWS 1 1 
The interview results in Table 4.7 reveal that a variety of teaching strategies 
were used by teachers interviewed. There was, however, not a single 
teaching strategy used by all the teachers in the study. 
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The most popular teaching strategy that was used by all the schools, except 
one private school in Grahamstown, was topic work. Group work was also 
used by all the schools, except for one private school in Grahamstown, while 
group teaching was used by all the schools, except for the rural government 
school in Grahamstown. The same applied for class discussion, which was 
used by all the schools except the urban government school in Transkei. 
The most popular teaching strategy in the Grahamstown private schools was 
theme-teaching. This was confirmed by the fact that all five teachers who 
taught in these private schools followed this approach. There was also one 
government school that used this teaching strategy. 
In the Grahamstown private schools, there was some uniformity in the 
teaching strategies used. For example, project work, group teaching, class 
discussion, experiments and worksheets. The latter two were teaching 
strategies that were used by the private schools in Grahamstown only. 
The similarity in teaching strategies used in all the private schools occurred in 
group teaching, class discussion and project work. The latter was the only 
teaching strategy used by private schools only. 
In the Transkei private school there was no teaching strategy tnat was 
commonly used. This is shown in Table 4.7, where only one teacher appears 
under each teaching strategy used. 
There was a degree of uniformity in the teaching strategies used in the 
Transkei urban government school. This is evident in Table 4.7 where the two 
teachers stated that they used theme-teaching, topic work, group teaching, 
class teaching, group work and outdoor work. 
Similarities in the teaching strategies used in the government schools in 
Transkei and Grahamstown occurred as regards topic work, class teaching, 
group work and outdoor work. The latter was the teaching strategy used by 
government schools only. 
The only similarity which occurred in the Transkei government schools' 
teaching strategies was in the use of group teaching. The other similarity in 
the teaching strategies used by the Transkei rural government school and the 
Grahamstown rural government school occurred in their use of class 
discussion. 
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Topic work, group teaching, class teaching, group work and class discussion 
appeared to be the most popular teaching strategies. It must, however, be 
noted that teaching strategies not only differed from school to school, but 
also differed within the same school. 
The teaching strategies indicated by the teachers interviewed are the most 
appropriate for the pupils in the JP phase as was shown earlier in chapter 
two. Classroom observations were also undertaken to ascertain the extent to 
which these teaching strategies were actually implemented. 
Most of the teachers used topic work as their teaching strategy, because they 
followed the topics that were given in the syllabus. Very few teachers used 
theme-teaching, because most of them are not even aware of this approach. 
This was confirmed by nine of the teachers from the selected schools during 
the interviews. Teacher-tell is used more in the government schools owing to 
the large numbers of pupils the teachers have to teach. Strategies such as 
project work, experiments, worksheets and children's news, are used in the 
private schools because of the lack of resources and facilities in the 
government schools .. Generally, strategies used by the teachers were not 
related to the pupils' needs, but depended upon the awareness of teachers 
and their knowledge of the strategy and the availability of resources. 
4.4.5.2 Teaching resources 
Table 4.8 reveals the following with regard to the resources teachers claimed 
to use for ES: 
Private schools used more teaching resources for teaching ES than the 
government schools. 
In private schools there was no single resource that was used by all 
eight teachers when teaching ES, whereas in the government schools, 
all eight teachers participating in the study stated that they used 
reference books and charts as their main teaching resources. 
The teaching resource that was used most by both the private schools 
and the government schools were charts. Charts were used by all the 
schools except for one private school in Grahamstown, while reference 
books were also used by all the schools, except for one private school 
in Grahamstown. The same applied to models, which were used by all 
(n 
1 
, 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
56 
the schools, except for one private school in Umtata. All the 
government schools used models, reference books and charts. 
Teaching resources that were used by the private schools were outdoor 
work, samples and magazines, while newspapers were used by one 
. 
Grahamstown private school and the Transkei private school. 
There was only one similarity in the teaching resources used by the Transkei 
schools and that was in the use they made of real objects (Table 4.8). 
= 16) 
i 
Charts 
Reference beaks 
fvtx:lels 
Pictures 
Real cbj ects 
Outdoor work 
Textlxoks 
Chalkboard 
Mops 
MJseun 
Sarrples 
Mogazines 
Diagrams 
Library 
te.Yspaj:€rs 
Toys 
Te1evisicn 
Parphlets 
PtlotoJraphs 
Nature cards 
TABLE 4.8 
TEACHING RESOURCES USED 
Urban Private Sctmls GJverrm:nt Sdmls 
I i Urban Rural 
Gtn. Gtn. Untata I ~ard.rli I I ~li 
A B C 0 E 
2 2 2 2 
2 1 2 2 
1 1 2 2 
3 1 1 
2 2 2 
3 1 1 
1 1 2 
2 2 
1 
1 1 1 
1 1 1 
1 1 
1 1 
1 1 
1 
1 
1 
1 
1 
I 
Gtn.l 
F Total 
4 12 
4 11 
2 8 
2 7 
6 
5 
4 4 
4 
4 
2 3 
3 
3 
2 
2 
2 
1 
1 
1 
1 
1 
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Although museums provide programmes for JP, only two schools in 
Grahamstown used them as resources. It was also noted that although 
government schools used few teaching resources, there were similarities 
between the teaching resources they used and the ones used in the private 
schools. The teaching resources used by all the schools are appropriate to the 
level of development of JP pupils, as was discussed earlier in chapter two. 
Classroom observation was done to see the extent to which these resources 
were used in the actual teaching of ES. 
4.4.5.3 Problems encountered by ES teachers 
This study cannot omit the problems that teachers encounter in their teaching 
of ES, as these have an effect on the effective teaching of ES. 
Table 4.9 reveals the following results: 
Private schools identified fewer problems than the government schools. The 
only teacher interviewed in the private schools who had experienced some 
problems, taught in the Transkei private school. 
The problems that were common to the Transkei private school and the 
government schools were the need for more reference books and the shortage 
of funds for fieldwork. 
The problem that was common to the government schools only was the high 
teacher-pupil ratio. 
A problem that was common to both rural government schools was the 
shortage of teaching aids. 
The problems that affected only the teacher in the Transkei private school 
were the need for more workbooks, restriction in areas of fieldwork by the 
headmaster and the need for textbooks based on the ES syllabus. 
There were other problems that affected the Transkei rural government school 
only and these were: 
Shortage of teachers. This was confirmed by the two teachers who 
taught in this school. As a result one teacher taught Sub A and Sub B 
(n 
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with 189 pupils in one class; and the other taught 60 Standard I and 
Standard 2 pupils combined in one class. 
2 Shortage of classrooms. The teacher teaching Sub A and Sub B 
together not only had to contend with an impossibly large number of 
. 
pupils, but had to teach them outside as there was no classroom. 
Problems experienced by teachers in the Grahamstown rural government 
school only were: 
TABLE 4.9 
PROBLEMS ENCOUNTERED BY ES TEACHERS 
= 16) Urban Private Sdrols GJveTTTTEflt Sdmls 
I I I i 
Urban ~l 
Gtn. Gtn. Untata I Mlardlli i I Mlard.tli Gtn: 
A B C D E F Total 
Shortage of funds for 
fieloori< 1 2 2 4 9 
tvbre reference books 
needed 1 2 1 2 6 
High teacher-pupil 
ratio 2 1 2 5 
Shortage of teaching-
aids 1 2 3 
Shortage of teachers 2 2 
Need for in-service 
training 2 2 
ES not taken for 
examinations 2 2 
tvbre workbcoks 
needed 1 1 
Restrictions in areas 
of fieldwork I I 
Neej for text.I::x:xJks 
based on syllabus 1 1 
Shortage of class-
rcans I I 
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1 The need for in-service training. This was indicated by two teachers 
from this school who stated that in-service training could help teachers 
to improve their teaching strategies. 
2 The problem that ES is not taken for examinations. This was also 
highlighted by two teachers who stated that ES is not taken seriously in 
this DET school because it is not taught for examination purposes. As a 
result, teachers taught mathematics and English only. 
4.5 SUMMARY 
Interviews revealed that there was a general problem experienced by teachers 
in defining the concept of ES. There was no uniformity in the organisation and 
administration of ES. There was also no uniformity in the aims of ES. There 
were a variety of teaching strategies and teaching resources used for teaching 
ES. These teaching strategies and teaching resources varied from school to 
school and even within the same school. Teachers did not identify any 
common roles and values of ES. This diversity in the way teachers perceive 
ES and in the organisation of ES would make it very difficult to achieve the 
aims and objectives of ES as spelled out by Catling (1988) in chapter two, 
above. 
(n 
1 
2 
3 
= 16) 
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CHAPTER FIVE 
PHASE 2 : RESULTS OF THE ANALYSIS OF 
ES PROGRAMMES AND CLASSROOM OBSERVATIONS 
5.1 INTRODUCTION 
The researcher observed ES lessons in the six selected schools in the 
Grahamstown, Umtata and Mqanduli districts as a non-participant observer 
and was guided in her observation by the use of an observation schedule 
(Appendix 3.8). At the end of each lesson, the teaching strategies employed 
by the teachers in relation to Catling's (1987) criteria were reflected in an 
observation summary (Appendix 3.C). 
Three classes from Sub A to Standard I were observed in the three selected 
schools in the Grahamstown district. The other three classes from Sub A to 
Standard I were observed in the Mqanduli and Umtata districts at the three 
schools selected in Transkei (Table 5.1). 
TABLE 5.1 
COMPOSITION OF THE OBSERVATION SAMPLE 
. 
Urban Private Sdm1s EoverrrraTt. Sdmls 
• I I 1 Urban Rural ,
Gtn. Gtn. Untata • 11:jardu 1 i I I ~arriJ Ii Gtn! 
A B C 0 E F Total 
Classes observed SUb B SUb A SUb A SUbS Std 1 Std 1 6 classes 
Nt.rrber of teachers 
observed 1 1 1 1 1 1 6 teachers 
Nt.rrber of lessons 
observed 3 3 3 7 3 3 22 lessons 
This chapter will present an analysis of: 
the selected schools' ES programmes; 
2 the observed lessons in the six selected schools; 
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3 the classroom observations in relation to Catling's criteria as adapted 
for this study. 
5.2 AN ANALYSIS OF THE SELECTED SCHOOLS' ES PROGRAMMES 
In analysing the participating schools' ES programmes, the researcher looked 
at whether the programmes had the potential to enable pupils to become more 
effective perceivers, users, appreciators, evaluators and developers of place 
(Catling, 1987). Thus, the analysis of the ES programmes was done in terms 
of the programmes' potential to develop pupils': 
spatial perception; 
2 effective use of the environment; 
3 appreciation of the environment; 
4 critical evaluation of the environment; 
5 understanding of how they can playa role in the development of their 
environment. 
Of the six schools observed, four had a definite year's programme, while the 
other two did not have any specific programme. 
Catling (1987) emphasized the need for pre-planning since the key elements to 
be taught should be identified beforehand, noting that should this not be 
done, non-essential concepts are likely to be included, thus resulting 'in a 
clutter' of information (Catling, 1987:18). Planning at these two schools was 
done on an ad hoc basis. It was, therefore, difficult for the researcher to 
analyse and evaluate these programmes. 
The remaining four schools based their year's programme for ES on the 
particular syllabi with which they were working (Appendices 4.A, 4.8, 4.C 
and 4.0). 
Of the four schools under discussion, three followed prescribed departmental 
syllabi for ES, while the fourth school had designed its own ES programme 
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(Appendix 4.0) which adapted the existing Cape syllabus for ES to integrate 
with mathematics and English oral. 
Therefore, the analysis which follows is based on the evaluation of the Cape 
ES syllabus (Appendix 4.A), the OET ES syllabus (Appendix 4.B), the Transkei 
private school ES syllabus which is adapted from the Cape Education ES 
syllabus (Appendix 4.C), and the urban rural government school ES 
programme which adapted the existing Cape syllabus to integrate with 
mathematics and English oral (Appendix 4.0). 
5.2.1 Spatial Perception 
Spatial perception is a process of heightening the quality of awareness and 
judgement in pupils when investigating their own environment (Hall, 1976:134). 
The concepts of time, space and perception are interrelated in this respect. 
Concepts of time and space are infinite, continuous and homogeneous. 
Pupils should be educated to be spatially literate, to be able to orientate 
themselves by reading their landscape. Their education should help them to 
make spatial decisions, such as where to engage in particular activities and 
what routes to take for a particular journey. An informed concern about the 
quality of the environments and conditions which influence the quality of life 
in different places, combined with an appreciation of the processes which 
influence these, should help to prepare pupils to make their proper 
contributions as responsible members of the community and as adult members 
of society (Bennetts, 1986). 
The development of spatial perception in the programmes analysed is catered 
for by themes and topics, such as 'People's needs', 'school', 'classroom' and 
'home'. The knowledge is systematized, starting with the local environment 
and moving towards the study of other places. For example, a theme such as 
'homes', could start with the building materials used in the building of the 
pupils' homes and then gradually consider different types of houses. Themes 
such as these encourage pupils to be imaginative and to develop their 
cognitive maps using a familiar environment first. The use of pictures and 
other visual material encourages pupils to imagine types of homes other than 
their own. The development of these themes also provides the opportunity for 
pupils to observe, think and express themselves, and encourages the 
development of pupils' natural curiosity. 
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Spatial perception can be further developed by teaching pupils about people 
and places, both in their local environment and in other environments. 
The time component of space was not evident from the programmes studied. 
However, one of the schools observed, while not having a formal programme, 
included the sense of time by examining interesting historical events. 
The content of the programmes studied gave very little information about how 
spatial perception could be developed in terms of activities done. 
5.2.2 Use of the environment 
All four programmes emphasize the use of the environment as a resource. 
This was implemented in an urban government school by integrating ES with 
mathematics and English oral. For example, pupils at this school were 
encouraged to be observant when coming to school. They were asked to 
calculate the shortest route to school in terms of the time taken. The teacher 
also included features in the home and school upon which to base lessons in 
addition, subtraction and multiplication. 
The programmes studied incorporate observation of the facilities in the 
pupils' community, as well as enabling them to acquire knowledge about 
people concerned with these functions. The pupils can be taught to be 
effective users of their environment by asking visitors from their communities 
to come and address pupils on certain issues. Through these activities, pupils 
are able to learn that there are human resources in their environment. In this 
way, pupils could have non-threatening contact with policemen, firemen, 
postmen, doctors, dentists, traffic officers and many other professionals. 
By starting with familiar themes, such as 'home' or 'classroom', the pupils 
can be further sensitized to the use of the environment with which they are 
familiar. The programmes' inclusion of topics such as the need for tidiness, 
orderliness or cleanliness, encourages pupils to develop positive attitudes 
towards their environment. 
Physical processes in the environment are catered for to a limited extent 
through themes such as 'seasons', 'sun' and 'water'. These themes bring to 
the pupils' attention the natural processes at work in the environment. 
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While the programmes studied revealed an awareness of the importance of 
the environment as a resource, discussions with the teachers and the 
classroom observations revealed that this aspect could be developed 
considerably. 
5.2.3 Appreciation of the environment 
The programmes provide opportunities for pupils to develop an appreciation of 
the environment in the following ways: 
By encouraging them to appreciate what they have and to care for their 
environments properly. 
2 By providing opportunities to value the beauty of nature. 
3 By encouraging the use of the environment to grow food; and 
4 By providing opportunities to understand natural ecological processes. 
Thus, pupils can be taught to enjoy and value their environment by keeping 
things in their proper places, making fishponds, growing lawns, flowers and 
trees. Under the theme 'food', they can be taught about growing vegetables; 
to develop healthy habits, such as thrift and proper care of the environment. 
When the pupils are taught about 'the seasons', they can observe changes in 
the weather and the effects of these changes on the natural environment. 
The programmes studied provide opportunities for pupils to be involved in and 
to contribute towards the environment. A general weakness of the 
programmes studied, however, is the apparent lack of emphasis on the 
development of skills which are essential if pupils are to acquire an 
appreciation of their environment. Thus, while the syllabi aims indicate the 
need to develop skills such as oracy, literacy, graphicacy and numeracy, there 
is a dichotomy between the aims and the actual suggested content. It was 
noted in discussions with the teachers and in the course of observations, that 
teachers made little use, in particular, of outdoor work or of resources in the 
community, such as museums, which help to foster many of the desired skills . 
• 
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5.2.4 Critical evaluation of the environment 
A common aim in all the programmes is the emphasis on the need for pupils, 
in making sense of their world, to examine their environment critically. This 
aim is designed to aid even young pupils in their perceptions of what is 
acceptable behaviour in their environment. 
It was noted in the programmes observed that while pupils may be taught that 
littering, for example, is wrong, the programmes do not encourage pupils to 
explore why it is wrong. The emphasis is, therefore, on the teacher telling the 
pupils about correct behaviour, but not on the pupils' search for reasons. 
Discussions with the teachers confirmed this weakness as, when discussing 
those topics which teach expected behaviour, pupils were just told to respect 
their own property, that of friends, that of the school; to be helpful and 
friendly towards playmates and teachers; to say 'please', and 'thank you'; but 
were not given any grounds to question these. They were only told that these 
are the norms and values of the society and are to be obeyed and observed. 
No debate was encouraged regarding these social responses. 
5.2.5 Children as developers of their place 
The four programmes studied provide opportunities for pupils to develop an 
understanding of the power they have to improve and change their 
environment. Thus, pupils are encouraged to help their parents in their homes. 
They are also encouraged to keep their classroom clean and in one particular 
programme they are given an opportunity to have their own vegetable garden. 
This development of pupils is done only to a limited and very elementary 
extent. 
Although the ES programmes meet Catling's (1987) criteria to a certain extent, 
they have the following weaknesses: 
The inadequate development of spatial perception caused by the 
emphasis on local environment only. 
2 The evident lack of development of the time component of space . 
• 
3 The need for the effective use of the environment to be developed 
considerably. 
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4 The lack of emphasis on the development of skills which are essential 
for pupils to acquire an appreciation of their environment. 
5 The lack of opportunities for pupils to be critical evaluators of their 
environment. 
6 The limited opportunities for pupils to be developers of their 
environment. 
7 The discrepancy that exists in the holistic interpretation of the 
environment between the aims of the syllabi studied and the suggested 
topics in the content which tend to focus only on the natural 
environment. 
Perhaps the most problematic aspect of the syllabi and programmes studied is 
their failure to provide adequate guidelines which will aid the teachers in their 
implementation of ES. 
5.3 Classroom observation results 
Table 5.2 indicates the number of lessons observed, the topics observed and 
the period of observation. 
TABLE 5.2 
TOPICS OBSERVED AND THE PERIOD OF OBSERVATION 
SCHOOL NO. OF TOPICS 
LESSONS 
A 3 Dick King's ride to 
Grahamstown 
2 Phonics from 'horse' -
or aw au 
3 Horses 
PERIOD OF 
OBSERVATION 
I week 
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SCHOOL NO. OF TOPICS 
LESSONS 
B 3 Theme - Butterfly 
c 3 
F 3 
2 Life cycle of a butterfly 
3 Reading using butterfly 
theme 
The season - Autumn 
2 Mathematics lesso11 through 
the season - Autumn - the 
number 5 
3 Reading using the season 
Autumn 
Rain 
2 Water 
3 Winter 
PERIOD OF 
OBSERVATION 
I week 
I week 
I week 
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At school A, the lessons being observed were concerned with the theme 'Dick 
King's ride to Grahamstown', where English grammar and a story about horses 
and their uses were taught. At school B, the theme 'Butterfly' was taught and 
mathematics and English oral were also taught through the theme. At school C, 
the theme 'Autumn' was taught. Mathematics and English reading were also 
taught using this theme. At school D the lessons observed were both in 
mathematics and English oral using environment study as an approach and a 
topic. The theme that was taught was 'Building', where the children used 
building blocks to count and solve mathematics problems. The classroom and 
the school were also used as a resource for applying mathematics. In the 
English oral lessons, children started with an oral composition on how to make 
blocks. They made blocks, a door frame and a window frame. In school E, the 
theme that was observed was on 'Homes' and their cleanliness both inside and 
outside. Lastly, in school F, three different topics were taught in one week and 
these were rain, water and winter. 
In schools A, Band D theme-teaching was done, while in schools C, E and F 
teachers were doing topic work and there was no integration of other subjects in 
the topics taught; they were purely ES lessons. School F dealt with two topics 
in one week rather than concentrating on either 'Winter' or 'Water'. It would 
have been more effective to concentrate on one theme as the presentation 
tended to be somewhat superficial. 
In school A the topic taught was appropriate, because in the Grahamstown 
community, Dick King's ride was going to be commemmorated and since this 
school does not have any specific ES syllabus that it follows, it looks at the 
events to be celebrated in the community. The approach that was used was 
theme-teaChing, where all the subjects were integrated. 
In school B the topic that was taught was based on teaching pupils 
environmental awareness by teaching how to care for insects, such as 
butterflies. This theme was not particularly appropriate because it was Winter 
and the butterflies can only be found in Spring. Pupils could not observe 
anything from the natural environment, but had to deal with pictures. The 
approach that was used was teacher-centred because the teacher told the pupils 
most of the things about the butterflies. 
In school C the topic that was taught was most appropriate for observing the 
changes in the environment in different seasons. The topic was approached as a 
theme that integrated ES, mathematics and English reading. A learner-centred 
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approach was used, with pupils having to collect objects associated with the 
Autumn theme from the natural environment. The pupils were actively involved 
as the theme progressed and generated much of the information used from their 
previous knowledge and experiences. 
At school D, the topic that was taught was appropriate, because the policy of 
this school is to develop an experience-based curriculum which enhances the 
pupils' interest in, and understanding of, local affairs. These pupils had to use 
their experiences in the making of building blocks and the making of the door 
and the window frames. They were using the theme-teaching for intergrating 
mathematics and English oral through the 'building' theme. The approach used 
was learner-centred because pupils had to use their experiences and knowledge. 
This theme concentrated on developing practical skills. 
In school E, the topic that was taught was chosen because this school was 
following the Cape ES syllabus rigidly. The content was not entirely appropriate 
to the needs of the pupils and they were taught everything that appeared in the 
syllabus, even if it was not relevant to their lives. As pupils who live in the rural 
areas, there was no need for the teacher to talk about lawns and lawnmowers 
for cleaning the home outside. The teacher tried to use a learner-centred 
approach, because most of the information came from the pupils and they were 
involved in telling stories of how they help to clean their homes inside and 
outside. They also developed graphicacy skills by drawing diagrams of their and 
other pupils' homes. 
School F attempted to cover too much ground in the time allocated. The teacher 
had chosen the topics because they were included in the syllabus. Fewer topics 
would have been taught more comprehensively. The teacher tried to involve 
pupils by asking them questions throughout the lesson. They were also involved 
in taking a walk around the school to observe the changes in the environment in 
Winter. 
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5.3.1 Content of ES lessons observed. 
TABLE 5.3 
A SUMMARY OF THE CONTENT OF ES LESSONS ACCORDING 
TO THE OBSERVATION SCHEDULES 
(n = 22) Urban Private ~ls aJvermmt ~ls . Total Averarft 
IA B C I 10 E Fl 
I Grahcms1:cwl' Untata t~li 'G'ahanstcwl 
I I 
Urban lW'al 
reference to: Ttl.Av. Ttl.Av. Ttl.Av. Ttl.Av. Ttl.Av. Ttl.Av. 
1 Place 40 13 35 12 10 3 238 34 54 18 72 24 449 20.4 
2 Environrental 
c(JT'!X)nents 45 15 54 18 19 6 122 17 65 22 74 25 379 17.2 
3 Childns inter-
action with 
place 43 14 41 14 10 2 106 15 53 18 75 25 328 14.9 
4 Values 39 13 51 17 9 3 88 13 47 16 91 20 325 14.7 
5 Attitudes 40 13 52 17 7 2 84 12 49 16 68 23 300 13.6 
6 Children I s 
feelings & 
emtions 40 13 52 17 6 2 84 12 47 16 65 22 297 13.5 
7 Tirre 36 12 33 11 11 4 45 6 57 19 182 8.2 
8 Ccrmunity 29 10 1 0.3 79 11 29 10 27 9 165 7.2 
9 Interaction of 
children with 
people 27 9 5 2 3 1 86 12 39 13 160 7.2 
10 People 28 9 8 3 9 3 67 10 35 12 147 6.6 
Table 5.3 reveals that reference to place was the most developed component 
throughout all the schools observed in the ES lessons. 
Reference to environmental components was the second most frequently 
referred to component in the ES lessons observed. 
Place, environmental components, pupils' interactions with place, values, 
attitudes and pupils' feelings and emotions were given attention by all the 
teachers observed. This means that all the observed teachers tried to develop a 
sense of place; however, social identity was developed only to a limited extent 
because reference to the community, interaction of pupils with people and 
people were the least referred to components. The rural government school in 
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Grahamstown made no reference to people and their interaction with pupils 
throughout the lessons observed. One of the private schools in Grahamstown 
made no reference to the community, while the private school in Umtata referred 
to the community once. 
The development of a sense of time was not given the attention it deserved, 
especially in the Transkei schools, where its reference scores were very low. In 
the Transkei rural government school no reference was made to time, in spite of 
the fact that the observed lessons presented opportunities to introduce the 
notion of time in a number of respects. This problem has also been seen in the 
programmes followed by these schools where the time component of space was 
not evident, despite the emphasis placed on history as part of the integrated 
course of the programme analysed. 
The observed lessons revealed that although the content taught in ES attempted 
to address the development of place, time and social identity as proposed by 
Catling's (1987) criteria, this was done only to a limited extent. 
In spite of the limitations observed, attempts to develop a sense of place, time 
and social identity are highlighted by the following examples of lessons observed. 
In school A, the development of place, time and social development was done 
by showing pupils the route that was followed by Dick King from Durban to 
Grahamstown. The time component was developed by telling the pupils when 
Dick King made his ride. Social development was enhanced by involving pupils in 
the commemmoration day. They had to be part of all the celebrations in order to 
see that they are part of the community. 
In school B, the development of place was enhanced by the teacher telling the 
pupils that butterflies usually migrate to warmer places in the winter. The 
development of the sense of time was also promoted by the observation of the 
cold Winter months and the warm Summer months when the butterflies would 
come back. The time component was developed by teaching the pupils about 
the life cycle of a butterfly. They were taught the time taken for the 
development of the life of a butterfly from an egg to a pupae. Social 
development was also developed by teaching pupils to care for the insects, not 
to kill butterflies, to appreciate their beauty and to know that butterflies have a 
right to live just as they do. 
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In school C, the sense of place was developed by involving pupils in the 
observation of their school grounds during the autumn season. Pupils could see 
that their environment is affected by the change of season. Time awareness was 
also developed because the changes in season have to do with the months of 
the year. Social development was taken into consideration when pupils 
discussed the effects of Autumn on the environment and on the people and 
animals. 
In school D, the sense of place was developed when the pupils used their 
experiences and their knowledge in the 'building' theme. They made blocks, 
door frames and window frames, the way these are done in their communities. 
The time component was also developed because they had to answer questions 
on when people build houses and why. They had to consider the time they took 
in making blocks, frames for the door and the window. Social development was 
enhanced because they could see the relationship between what they did at 
school and what is done at home. 
In school E, the sense of place was enhanced by pupils telling the teacher what 
they usually do in their homes when they clean them, both inside and outside. In 
some homes people whitewash the walls, others paint them. They could see a 
variety from place to place. The time component was not enhanced at all, 
whereas it could bE: developed by asking pupils when they help their parents 
with cleaning, for example, after school, during the week-ends, during the 
holidays and towards Christmas. Social development was promoted by the 
teacher's emphasising that they should help their parents whenever they can 
and that they should respect their parents and other elders in their communities. 
In school F, a sense of place was developed by the teacher talking about rain 
and its importance for providing their place with water. She also taught pupils 
about Winter and its effects. The time component was also dealt with, where 
pupils could talk about when their place usually gets rain and the changes in 
seasons from Summer to Winter. Talking about the effects of rain on the people 
and their crops; scarcity of water for people and their land; water conservation 
and the effects of the winter season on people and the weather, helped develop 
pupils socially. 
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5.3.2 Teaching resources used in the observed lessons 
Table 5.4 reveals the teaching resources that were used in the teaching of ES as 
follows: 
(n = 22) 
1 Children 
2 Teacher 
3 Pictures 
4 Real 
objects 
5 Charts 
6 School 
7 Chalk-
board 
8 Sinula-
tions 
9 Books 
10 Class-
roon 
11 Boards 
for 
children 
12 Flash-
cards 
13 Garres 
14 Diagrams 
TABLE 5.4 
TEACHING RESOURCES USED IN THE OBSERVED LESSONS 
Urban Private ~ls Q)vemrBlt Sdmls -Total Aver. 
i 1 I I 
A B C ID E, F 
tfahans1:.ot.rt Untata ~ardJli I liahaTstcw1 1 
Urban ~al 
Ttl. Av. Ttl. Av. Ttl. Av. Ttl. Av. Ttl. Av Ttl. Av 
49 16 67 22 13 4 109 16 42 14 86 29 366 16.6 
51 17 60 20 13 4 108 15 42 14 73 24 347 15.8 
45 15 33 11 14 5 19 6 60 20 171 7.8 
4 1 100 15 38 13 150 6.8 
27 9 19 6 3 1 10 1 8 3 65 22 132 6 
83 12 16 5 99 4.5 
18 6 25 8 7 1 16 5 17 6 83 3.8 
18 6 3 1 44 6 62 2.8 
33 11 17 6 3 1 52 2.4 
11 4 48 2.2 
48 7 48 2.2 
25 8 10 3 10 3 45 2 
10 3 16 5 8 1 34 1.5 
6 2 6 0.3 
Children, teachers and charts were the commonly used teaching resources 
throughout the six observed classes. 
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2 Pictures and chalkboards were used by all, but one school, throughout the 
observed classes. The former was not used by the rural government 
school in Transkei, while the latter was not used by the private school in 
Umtata. 
3 Only the private schools made use of library facilities. It must be noted 
that the government schools neither had library facilities in their schools, 
nor did they have easy access to libraries. 
4 Simulations and games were not used extensively although they are seen 
as an appropriate teaching resource for JP pupils (chapter two). 
5 The schools and the classrooms were the most readily available teaching 
resources in most of the schools observed. 
6 Although 'real' objects were identified by the teachers in the interviews as 
the most effective and appropriate teaching resources for the JP pupils, 
only three schools made use of resources such as these. 
Although the teachers in the private schools indicated in the interviews that they 
used more teaching resources than the government schools, this was not 
entirely borne out in the lessons observed. 
The following examples highlight the teaching resources that were emphasized 
during the ES lessons observed. 
In school A, the teaching resources that were available included books, pictures, 
charts, flashcards, games, chalkboard, teacher and pupils. The teacher, 
however, was the primary resource throughout the lessons. The theme was 
based on an historical event using an approach that depended mostly on 
story-telling. The children were also given opportunities to share their 
experiences. Flashcards were used for new words and difficult words, together 
with simple short sentences. The teacher used the literature she had collected 
by reading some stories to the pupils and by showing them pictures of horses 
from one of the books. 
In school S, the teaching resources that were available included books, pictures, 
simulations, charts, children, the teacher and the chalkboard. Teacher-tell 
75 
dominated as an approach in this school as the teacher told the pupils about 
butterflies and their life-cycle. Pupil involvement throughout the lesson involved 
answering questions. The chalkboard was also used to write new words, such 
as butterfly, pupae, metamorphosis, etc. The teacher read the life-cycle of a 
butterfly to the pupils from a book. She showed the pupils pictures and charts of 
a butterfly and they had to do a simulation about the life-cycle of a butterfly. 
In school C, the available resources included books, pictures, charts, the 
teacher, the children, the classroom, real objects, games and flashcards. 
Games and pictures were the most frequently used resources in the Autumn 
theme. The teacher involved pupils in a game about Autumn. The pupils had to 
tell the teacher some news about the season 'Autumn'. Language skills were 
developed by correcting the pupils as they told their news. Real objects, such as 
dry tree leaves, were used for pasting on charts and for counting in a 
mathematics lesson. 
In school D, the resources included teacher, children, school, real objects, 
charts, classroom and simulations. The pupils were actively involved in the 
lessons as they were engaged in practical work. They were given opportunities 
to manipulate concrete objects in problem-solving. They were also developing a 
sense of industry by making bricks and door and window frames. 
In intergrating this theme into mathematics, pupils also used individual boards to 
solve the problems and had to show the class what they had done on their 
boards. 
Real objects were amongst the most used resources in this school, because in 
making building blocks, pupils had to use soil, sand, water and spades, while in 
making door and window frames, they had to use planks, nails and a hammer. 
The chalkboard was also used for writing problems to be solved by pupils. 
School E made use of resources such as pictures, charts, diagrams, the teacher, 
pupils, school and the chalkboard. 
The pupils' experiences were used as a resource by asking them questions about 
cleaning their homes and most of the information had to come from them. They 
were also shown examples of clean homes from pictures and charts. In addition, 
they had to draw diagrams of their homes and the homes of their friends. The 
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teacher asked the pupils questions throughout the lesson in order to lead the 
discussion. The chalkboard was used to record some important points raised by 
the pupils and for the chalkboard summary. Pictures were also used for 
evaluation and the conclusion of the lessons. 
In school F, the resources that were used were pictures, charts, teacher, pupils, 
chalkboard and real objects. Pupils' experiences were explored throughout the 
lessons observed. The teacher had to provide some information on conservation 
and the chalkboard was used for difficult terms and the summary. The teacher 
also showed pictures relating to the water cycle. Pupils used real objects, 
because they had to observe outside the classroom for the 'winter' lesson. 
5.3.3 Skills developed in the observed ES lessons 
TABLE 5.5 
SKILLS DEVELOPED IN THE OBSERVED ES LESSONS 
(n = 22) Urban Private ~ls Q)veTTITBTt Sdrols . Totel Aver. 
I I I I 
,A B I C ID EI F 
Q-oaha'nst:onn Untata ~li Grahar6l:oM1 I I 
Urban ~l 
TtL Av. TtL Av. TtL Av. ttL Av. Ttl. Av Ttl. Av 
1 Practical 63 21 52 17 2L 7 199 28 58 19 74 25 468 21.3 
skills 
2 Language 
skills 64 21 57 19 26 9 138 20 56 19 73 24 414 18.8 
3 Social 
ski lIs 37 12 57 17 16 5 141 20 63 21 64 21 373 16.9 
4 Pesthetic 
ski lIs 37 12 49 16 14 5 124 18 51 17 90 30 365 16.5 
5 Cognitive 
skills 52 17 45 15 14 5 117 17 37 12 76 25 341 15.5 
6 S:::ien-
tific & 
math. 
skills 41 14 49 16 9 3 127 18 23 8 249 n.~ 
Table 5.5 reveals the skills that were developed in the observed ES classes as 
follows: 
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Practical, language, social, aesthetic and cognitive skills were emphasized 
in all the six ES classes observed. 
2 Scientific and mathematical skills were the least developed, on average, 
in the six observed schools; while the rural government school in 
Grahamstown did not develop these skills at all. 
3 In general, most attention was paid to the development of practical skills 
in the six observed classes, such as discussions, observations, etc. 
4 Language skills, such as reading, writing, listening and talking, were also 
given considerable attention. 
The examples below give an insight into the teacher's interpretation of skill 
development and the manner in which the various skills were applied. 
In school A, pupils were given pictures with four horses and they had to add the 
horses and give the total; they also had to count the total number of legs of the 
horses in the picture. Pupils had to learn new sounds with the or sound, and had 
to suggest words using these sounds. They also observed Dick King's 
commemmoration, which was held in Grahamstown on the 4th June 1992. 
Language skills were included through learning new words, for example, foal, 
mare and stallion. Pupils also had to sketch horses and do simulations of the 
sounds of horses. 
In school B, the skills that were identified by the teacher for development in the 
lesson included language, practical, social, aesthetic and mathematical and 
cognitive skills. 
The activities that were done to develop these skills were the use of a story of 
'six' in the butterfly theme for mathematical skills. Pupils also had to draw 
butterflies from butterfly one to butterfly six for practical skills. Language skills 
were developed by introducing pupils to new words, for example, caterpillar, 
cocoon and pupae. 
Social and aesthetic skills were developed by teaching pupils to respect nature 
and the beauty of the colours of a butterfly. 
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In school C, pupils had to come to school with some of the natural objects that 
have been affected by the Autumn. Aesthetic skills were developed by the 
observation of the natural environment, especially the leaves of trees that were 
brown and falling off. Pupils were involved in practical games, which required 
them to close their eyes and imagine things. Observation and recognition of the 
natural environment was also developed. Language was emphasized as the most 
important skill needed by the pupils in order to express themselves. 
In school 0, the skills that were identified by the teacher for inclusion in the 
lessons were: practical, language and social, aesthetic and mathematical, and 
cognitive skills. 
The activities that helped in the development of the above skills were the making 
of building blocks, door and window frames; and problem-solving on individual 
boards. Pupils also had to participate in the decision-making. They had to decide 
on the size of the door and window frame and on the material to be used. They 
actually manipulated real objects to solve practical problems. They 
communicated with one another and with the teacher. When one pupil did the 
practical work, others had to observe. This exercise developed pupils socially, 
because they learnt to share and to interact with one another. They also learnt 
to communicate. 
In school E, the teacher identified the development of social, practical and 
language, aesthetic, cognitive and scientific, and mathematical skills for inclusion 
in the lesson 
The activities used to develop these skills involved pupils in doing practical 
things, such as drawing their homes; encouraged pupils to talk about their 
homes, enhancing curiosity about each others' homes; developing a concern for 
the cleanliness of their homes. Numeracy was promoted by counting the 
patterns of the huts, talking about shapes and the patterns of the houses. 
Cognitive skills were also promoted through observation of pictures of homes 
and recognition of the objects that the pupils saw. They had to interpret pictures 
and diagrams. Aesthetic skills were developed by observing and talking about 
the patterns of huts and houses and the colours of these houses. 
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Practical skills were further developed by asking pupils to draw and discuss 
sketches of their homes. 
In school F, many problem-solving skills were not developed at all in the three 
lessons observed. The skills that were included were aesthetic, practical, 
cognitive, language and social skills. At this school the teacher attempted to 
develop the above skills throughout the lessons observed. For example, practical 
skills involved the observation of real objects and discussions about rain and 
water. Aesthetic skills were developed by the appreciation of the importance of 
water in pupils' daily lives and their daily experiences. Language skills were also 
developed through discussion by the pupils as the lessons progressed. 
While emphasis was placed on the development of skills that are appropriate to 
the JP pupil in the lessons observed, more attention needed to be given to the 
development of problem-solving, numeracy and graphicacy skills. 
5.3.4 Pupil-participation in the ES lessons observed 
Table 5.6 shows the classroom activities that required pupil participation. These 
activities required pupils to: 
answer questions; 
2 apply their knowledge and the knowledge gained through the lesson as a 
form of lesson evaluation; 
3 observe and relate to either the pictures, diagrams, real objects or any 
other teaching resources used through identification or discussion; 
4 solve problems; 
5 recall facts. 
". 
(n = 22) 
1 Cuesticn 
ansv.ered 
2 ftppli-
caticn 
3 Direct 
obser/a-
tim 
4 Prcblen 
solving 
5 Clarifi-
catim of 
instrurerTts 
used 
6 Interpre-
tation 
7 Recall of 
facts 
j 
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TABLE 5.6 
PUPIL-PARTICIPATION OBSERVED IN ES LESSONS 
Urban Private ~ls GJveJ11T81t ~ls Tatal 
I j I 
A 8 C 1° E , F Q-allanst:onn. Untata ~ard.lli ! ~ I 
Urban R..rral 
Ttl. Av. Ttl. Av. Ttl. Av. Ttl. Av. Ttl. Av Ttl. Av .. 
97 32 101 34 52 17 287 41 129 43 152 51 818 
.. 
52 17 59 20 19 6 179 26 62 21 SO 30 461 
55 18 54 18 22 7 141 20 24 8 97 32 393 
47 16 56 19 17 6 124 18 28 13 00 27 362 
44 15 29 10 18 6 139 20 26 9 65 22 321 
47 16 47 16 16 5 99 14 23 8 eo 27 312 
22 7 5 2 8 1 35 
Aver. 
37.2 
20.9 
17.9 
16.5 
14.6 
14.2 
1.6 
The lessons observed all involved the pupils to a greater or lesser extent. It was 
noteworthy that the recall of facts was not overemphasized. Most of the 
teachers tended to use pupil-centred strategies and attempted to actively involve 
their pupils by asking them questions. 
The examples from the observed lessons further highlight pupil involvement. 
In school A, questions that required pupils to solve problems were asked 
throughout the lessons. Pupils were also required to observe and interpret the 
resources used. At the end of all the lessons, pupils had to answer questions as 
a form of conclusion. Pupils also had to apply the knowledge gained from Dick 
King's ride to different situations involving horses. As a result, pupils expressed 
concern about the cruelty of people to horses. 
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In school S, the teacher involved pupils in some exercises that required the recall 
of facts. The questions asked throughout the lessons required pupils to apply 
their knowledge. They had to observe pictures and charts and interpret what 
they saw in these resources. Pupils had to use these for drawing their own 
diagrams in their workbooks and colouring in different colours for different 
butterflies. Questions requiring the recall of facts were only asked as an 
introduction and questions were based on the previous lessons. 
In school C, some of the questions that were asked by the teacher led to the 
recall of facts, but these were very few. Most of the questions asked required 
problem-solving, more direct-observation and application than interpretation. The 
pupils participated actively by observing the real objects directly, interpreting 
resources used and applying the knowledge gained throughout the lessons. 
In school D, very few questions asked required the recall of facts, as revealed in 
Tabel 5.6. Most of the questions asked required direct observation when the 
other pupils made blocks and frames, and the application of the experiences and 
knowledge gained from the homes to solve problems in mathematics and English 
oral. Pupils were also required to write a composition on how to make building 
blocks, applying the knowledge gained through block making. Teacher input 
contributed to the development of the pupils' inquiring minds. 
In school E, questions asked by the teacher led to problem-solving throughout 
the three lessons observed. Most of the questions asked by the teacher required 
application, for example, pupils had to tell the class how they helped in cleaning 
their homes and they also had to draw their homes. Application of the pupils' 
knowledge about their homes was needed throughout the lessons observed. 
They had to directly observe and interpret the pictures and charts. 
In school F, there were no questions nor teacher-input requiring the recall of 
facts. Problem-solving was required throughout the lessons observed. Pupils 
were also required to do direct observation from the pictures and charts 
throughout the three lessons observed. After observing, they had to interpret 
and apply the knowledge gained to other situations that were different from the 
original one, to promote efficiency of the skill acquired. 
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5.4 CATLING'S CRITERIA APPLIED TO THE CLASSROOM OBSERVATION 
An analysis of observed lessons was also done by using the same five 
categories that were applied to the analysis of the ES programmes. 
5.4.1 Spatial perception 
In the course of the observation, spatial perception tended to be neglected, 
although frequent reference was made to place, and it was felt that teachers had 
a poor understanding of the concept, and were therefore unable to utilize 
opportunities which presented themselves to enhance this aspect of the pupils' 
development. The only themes which consciously involved spatial perception 
were those relating to 'homes' and 'Dick King's ride'. In the former, pupils were 
encouraged to draw a plan of their homes and to draw the homes of others. In 
the latter, pupils were given maps to trace the route followed by Dick King to 
Grahamstown. Here too, the concept of spatial perception can be seen to be 
narrowly interpreted. 
5.4.2 Use of the environment 
Throughout the six classes observed, the environment was frequently referred to 
or used in the teaching of ES. Teachers attempted to make children effective 
users of their environment by incorporating themes such as 'butterflies', 
'Autumn' and 'homes'. 
The most effective lessons in this respect were those that encouraged pupils to 
collect items from the environment, thus leading to the building of model 
houses. In the lesson on 'building', pupils collected sand, soil, water and 
actually made building blocks. They also made door frames and window frames 
with old planks and nails. They were practically involved in the building of a 
model house. Subsequently, most of the information came from the students, 
because they were all familiar with the building process in their homes and in 
their communities. In the 'homes' discussion in the rural government school in 
Transkei, pupils actually led the discussion, sharing ideas about their own homes 
and how to clean them both inside and outside. In contrast, in the rural 
government school in Grahamstown, the teacher led the discussion in the 
lessons on rain and water. Pupils answered questions using local references. For 
the lesson on 'winter', pupils had to do some observations in the school grounds 
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and the day was so cold that they could not miss the point made about low 
temperatures in winter. 
From the observations and results above, it is clear that teachers attempted to 
use the environment as a resource in their teaching of ES as they tried to 
develop pupils' understanding of their environment. This category is, however, 
related to Catling's (1987) criteria only to a limited extent, because the main 
features and processes at work in the environment, their current state, their 
development and changes taking place, were only dealt with superficially. For 
the most part, the lessons observed provided pupils with local knowledge only. 
5.4.3 Appreciation of the environment 
Pupils were taught to appreciate and look after what they have. For example, in 
teaching them about 'rain' and 'water', they were taught about conservation 
and the effective use of this natural resource. 
Pupils who were taught about 'homes', were taught how to appreciate and look 
after their homes. In another lesson, pupils were taught how to use their local 
environment in building a house. In this way, they were taught how to use what 
they have and to appreciate what they have. 
Pupils were also taught how to appreciate the environment throught the 
observation of butterflies, trees and plants during the autumn season and to 
observe the natural environment during the winter season. All these topics 
served to enhance their appreciation of the environment. 
In all six schools, teachers tried to develop skills that are imponant for pupils' 
appreciation of the environment. These skills included the development of social, 
language, numeracy, cognitive, aesthetic and practical skills. 
While three of the six observed classes included work done outside the 
classroom, it was felt that teachers did not make sufficient use of the 
opportunities afforded by the themes to utilize the outdoors. 
5.4.4 Critical evalution of the environment 
Only one out of the six schools taught pupils to question their environment. For 
84 
example, in a lesson using Dick King's ride to Grahamstown to increase 
environmental awareness, pupils criticized Dick King for riding a horse for such a 
long distance and they felt that Dick King deserved some form of punishment 
from the SPCA, because he was cruel to that horse. 
Pupils in the same school suggested reasons for not killing snakes, insects and 
other animals. They talked of every creature or organism having the right to live 
and they also emphasized that man has to live in harmony with the environment, 
be it natural or man-made. This showed that they have an understanding of 
what is right and what is wrong in relation to the environment. 
These pupils also knew why they have to keep their classroom, the school, the 
hostel and the school grounds clean; and they did not litter anywhere. This 
shows that they were given time to think about their environment and to 
develop healthy habits through their ES programmes. 
5.4.5 Children as developers of their place 
'Building' and 'homes' were the only two themes observed in the six schools 
that encouraged pupils to apply their knowledge. Having made building blocks, 
door and window frames, pupils knew that they could help build houses. As 
already stated, they provided most of the information in the 'home' lesson from 
their knowledge of their own homes. They knew that their homes had to be 
kept clean, and that they had the ability and the responsibility to help their 
parents in maintaining their homes. 
5.5 SUMMARY 
The analysis of programmes and observation schedules used in ES revealed that 
spatial perception was developed only to a limited extent. The development of 
the sense of time was largely neglected. The environment was only used to a 
limited extent as a resource, while the appreciation of the environment was, 
furthermore, limited in its application. Critical evaluation of the environment was 
only developed in one school. This means that this aspect needs serious 
attention. There was also a lack of empowerment of pupils as developers of their 
place, as this was done in terms of the. pupils' classrooms and school grounds 
only. Thus, the ES programmes and the ES lessons observed met Catling's 
criteria only to a limited extent. 
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spatial perception was developed only to a limited extent. The development of 
the sense of time was largely neglected. The environment was only used to a 
limited extent as a resource, while the appreciation of the environment was, 
furthermore, limited in its application. Critical evaluation of the environment was 
only developed in one school. This means that this aspect needs serious 
attention. There was also a lack of empowerment of pupils as developers of their 
place, as this was done in terms of the pupils' classrooms and school grounds 
only. Thus, the ES programmes and the ES lessons observed met Catling's 
criteria only to a limited extent. 
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Finally, there is general consensus among authors such as Catling (1987) and 
Duggard (1977) in Kelly and Floweday (1977), that in order to develop the 
child's identity and sense of place, a subject such as ES must begin with the 
pupil's own experiences and move from the known to the unknown. 
The literature consulted emphasizes that if the aims of ES are to be achieved, 
teachers need to have a clear conceptual understanding of ES and the aims of 
ES, both in terms of the general subject aims and with regard to the aims of 
ES in relation to their pupils' needs. 
Furthermore, in implementing ES, teachers need to use a variety of teaching 
strategies and resources. Among the most effective teaching strategies are 
simulations and games, enquiry techniques, group teaching, group work, 
theme-teaching and topic work; while the important teaching resources 
needed are the chalkboard, pictures and slides, models, collections and 
samples, radio and television, books, museums and outdoor learning. 
Teachers' expertise and experience influence their interpretation and 
implementation of the ES syllabus. It is, therefore, suggested that before 
teachers are able to provide the sort of guidance pupils require in order to 
make sense of their world, they need to clarify their own perceptions. In so 
doing, teachers are better equipped to understand their pupils' perceptions. 
The teachers' perceptions of ES should not only be shaped by their own 
experiences but by the needs of their particular pupils. 
This study reveals that teachers' perception of the concept of ES varied from 
school to school and even within the individual schools. The perceptions that 
teachers have of the role and value of ES did not reflect the aims and 
objectives proposed by the various syllabi analysed. While it is recognised that 
teachers need to be flexible in their approach to ES, if they are to meet the 
needs of their pupils, the implementation of ES did not indicate that the 
programmes designed for the various schools were specifically tailored to suit 
the pupils' needs. There was therefore little uniformity in the organization and 
administration of ES even within the same school, which was a reflection of a 
lack of consultation amongst teachers in the various schools studied. 
Teaching strategies and resources used differed from teacher to teacher and 
were a reflection of the individual teachers' expertise and the prevailing 
situation at the school, rather than a conscious attempt to develop strategies 
best suited to the pupils' needs. 
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Although there was a relationship between aims given in the syllabi and 
Catling's criteria, there was a divergence between the aims and the content of 
the syllabi. This was revealed by analysis of teaching content, which indicated 
that very little emphasis was placed on the pupils' understanding of places 
beyond their own local environment, despite the suggestion in the aims of the 
syllabus that pupils should move beyond their local environment. 
The observation schedules revealed the following: 
Spatial perception was developed to a limited extent in the classes 
observed. But even in the lesson that tried to develop this aspect, no 
specific attempt consciously made to do so. 
2 The environment was incorporated into lessons as a resource in a 
fragmented way which indicated little systematic structuring. 
3 Appreciation of the environment was not developed as broadly and 
deeply as suggested by Catling's (1987) criteria. 
4 Critical evaluation of the environment was not given enough attention 
as pupils were not given opportunities to evaluate what they were 
taught. 
5 Lessons observed provided limited opportunities for pupils to be 
developers of their environment. 
The problems highlighted by this study in terms of the understanding and 
implementation of ES can be ascribed to a number of factors. A central issue 
which is common to all teachers involved in this study is the lack of a sound 
theoretical framework which the teachers are able to draw from to base their 
implementation of ES. This is largely the result of the poorly developed 
syllabuses, which provide few if any guidelines for the teachers and of the 
lack of in-service training in this subject area, not to mention problems related 
to initial teacher training. A second factor which was common across the 
spectrum of schools in the study was the lack of consultation among the 
teachers. This reflects not only a lack of understanding of how ES needs to be 
adapted to the particular needs of the pupils, but is also an indication of a lack 
of understanding about the management of a subject such as ES. 
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The above factors are magnified and exacerbated in the Transkei schools by 
the deplorable lack of adequate facilities and the serious overcrowding of 
classes. Allied to the problems which teachers experience in the Transkei is 
the fact that the ES syllabi have not been specifically designed for the 
Transkei schools and therefore appear somewhat remote and inaccessible to 
the teachers. 
6.3 LIMITATIONS OF THE STUDY 
The research constraints pertaining to this study included those of time, 
availability of funds, and the structure of the half-thesis. As a result of these, 
the study was limited in terms of the sample population and the amount of 
time which could be spent in classroom observation. This study must, 
therefore, be perceived as a pilot study which warrants further application to 
the wider South African community. 
A further limitation which influenced the results was that of the teachers' 
attitudes when being interviewed and when being observed by a stranger in 
their classrooms. These factors led to a degree of artificiality and detracted 
somewhat from the reliability of the data obtained. 
The problem related to the indepth studies of the pupils' socio-economic 
backgrounds was one which the researcher was conscious of throughout the 
study and it is felt that this detracted somewhat from the analysis of the 
programme implementation, particularly in relation to the classroom 
observations. 
In the light of these limitations, it is felt that further research is needed which 
will cover both a longer period of time in the classroom and include a greater 
number of teachers. To this end, teachers need to be encouraged to act as 
researchers in their own classrooms in order to provide the necessary data 
base which will allow for greater insight into the implementation of ES. 
6.4 RECOMMENDATIONS 
In making recommendations which aim at improving an existing situation, 
such as the implementation and the development of ES in formal schooling, 
care must be taken to consider both what is desirable and what is necessary. 
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In the South African context, consideration must also be given to 
recommendations that are practical and feasible, given the current economic 
and socio-political situation. The recommendations presented below, 
therefore, look at ways of improving ES in the short, medium and long-term. 
In looking at what is desirable and necessary for the development and 
improvement of ES in Transkei, the following are important: 
Firstly, the teacher-pupil ratio should be reduced to improve the effectiveness 
of ES teaching, especially in the rural government schools. 
Secondly, more teachers should be employed so that at least each class level 
has its own teacher. 
Lastly, at least temporary school buildings should be erected, so that no 
pupils are taught outside as was the case in a rural government school in 
Transkei. 
Since these desiderata cannot be addressed immediately, the immediate needs 
for the development of ES are the following: 
All government schools should be given freedom to manipulate the existing 
Cape syllabus and choose topics that are relevant to their own pupils, so that 
they do not slavishly follow the Cape syllabus to their own disadvantage. 
Secondly, there should be development of teachers' guides or teachers' 
manuals based on the relevant ES programme that will help teachers in the 
development of the child's social identity, sense of place and sense of time. 
Lastly, a series of workshops should be held at regular intervals to help the 
teachers in creating resources that would be necessary in their teaching of 
ES. These could be held at district level. 
The medium-term needs for the development and improvement of ES are: 
The formation of ES associations so that teachers can share their 
expertise with their colleagues. 
2 In-service training in ES, so that the teachers' attitudes are challenged 
and their confidence increased. These training programmes should 
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include the development of materials, teaching resources and teaching 
strategies for teachers. 
3 Training of the teachers to use the school environment and the 
immediate local environments as a resource in teaching ES, especially in 
areas where financial resources are lacking. 
4 Supervision, both internal and external, to ensure that the periods and 
time allocated for ES teaching are used effectively. 
The long-term needs for the improvement of ES in Transkei, in particular, have 
to do with the revision of the syllabus and reference books. These are: 
The development of ES textbooks that will give teachers firmer teaching 
guidelines. 
2 The promotion of teachers' awareness of Catling's (1987) criteria, so 
that they can apply these in their teaching of ES. 
3 ES programmes should have some method of empowering pupils to do 
things that are of value to their community and to their environments. 
4 ES programmes should examine pupils' attitudes to and about places. 
5 ES programmes should foster a multi-cultural and international 
understanding in pupils through the study of the local, national and 
global environments. 
6 The content of ES has to broaden and deepen observation skills through 
emphasis on, and development of, outdoor work. 
7 Content should incorporate the development of critical thinking and 
teach pupils to be critical evaluators of their environment. 
Every ES lesson should be a critical thinking lesson in order to enrich 
pupils and to develop their enquiring minds. 
8 ES content should nurture sensitivity in pupils through developing 
genuine concern for their environment, since this should urgently 
become a part of social development. 
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6.5 CONCLUSION 
This study set out to evaluate existing ES programmes in a number of 
selected schools to establish the extent to which the needs of the pupils' 
developing sense of time, place and social identity are taken into 
consideration. To this end, the following was undertaken: 
Firstly, the current ES syllabi for the Cape, DET and Transkei schools were 
analysed critically in relation to Catling's (1987) criteria. 
The results revealed that in all Education Department syllabi, the pupils' needs 
in respect of developing a sense of time, place and social identity as 
suggested by Catlings (1987) criteria, were considered only to a limited extent; 
and that even in the programmes where these were attended to, it was more 
by coincidence than design. 
Secondly, the evaluation of existing ES programmes was undertaken in six 
selected schools in the Grahamstown, Umtata and Mqanduli districts to 
ascertain the extent to which they met Catling's criteria. 
These results also revealed that programmes in different schools observed 
met Catling's criteria only to a limited extent, because the teachers were 
ignorant of the conceptual paradigm which informs Catling's criteria. These 
results justify the recommendation that teachers' awareness of Catling's 
criteria be promoted, so that they can apply these in their teaching of ES. 
Finally, the study led to the conclusion that both the Cape and the Transkei 
ES programmes in JP schools need serious attention, especially with regard to 
conceptual integrity and the co-ordination of stated aims, syllabus content and 
recommended teaching strategies. 
92 
LIST OF REFERENCES 
Anning, A. and Brown, D. (1984) Group Work. Child Education. 61 (12)' 26-27. 
A report of Central Advisory Council for Education - England, (1967). Children 
and their Primary School, 1. London: Her Majesty's Stationery Office. 
Baines, J. (1981) Use of Museums. In D. Mills (Ed.) Geographical Work in 
Primary and Middle Schools. 85-89. Sheffield: The Geographical Association. 
Bennetts, T. (1986) Structure and Progression in Geography. In D. Boardman 
(Ed.) Handbook for Geography Teachers. 149-163. Sheffield: The Geographical 
Association. 
Betela, T.N. (1982) Educational Development and Curriculum Change for 
Primary Education in Transkei. Unpublished M.Ed. dissertation. University of 
Wales: Faculty of Education. 
Biehler, R.F. and Snowman, J. (1982) Psychology Applied to Teaching. 
Boston: Houghton Mifflin Co. 
Bodner, G.M. (1986) Constructivism: A Theory of Knowledge. Journal of 
Chemical Education, 63 (10), 873-878. 
Bromley, D. (1986) The Case Study Method in Psychology and Related 
Discipline. Chichester: John Wiley and Sons. 
Buckland, P., Christie, P. and Hofmeyr, J. (1991) A Curriculum Model for 
Education in South Africa. EduPol, 29(1)' 1-8. 
Burroughs, G.E.R. (1971) Design and Analysis in Educational Research. Great 
Britain: Educational Review. 
Cates, W.M. (1985) A Practical Guide to Educational Research. New Jersey: 
Prentice-Hall, Inc. 
Catling, S. (1987) The Child is a Geographer: Criteria for Geographical Content 
in the Primary School Curriculum. In P. Bailey and T. Binns (Eds.) A Case for 
Geography 18-22. Letchworth: The Garden City Press. 
Catling, S. (1988) Children and Geography. In D. Mills (Ed.) Geographical Work 
in Primary and Middle Schools. 9-18. Letchworth: Adlard Sons Ltd. 
Cohen, L. and Manion, L. (1989) Research Methods in Education. Sydney: 
Croom Helm. 
Cole, J.P. (1973) Perception in Geography. In J. Bale, N. Graves and R. 
Walford (Eds.) Perspectives in Geographical Education. 239-248. Edinburgh: 
Olive and Boyd. 
Craig, G.J. (1989) Human Development. Englewood Cliffs: Prentice-Hall, Inc. 
Croll, P. (1986) Systematic Classroom Observation. London: The Falmer Press. 
Dalton, J. (1985) Adventures in Thinking. Creative Thinking and Co-operative 
Talk in Small Groups. South Melbourne: Thomas Nelson. 
Dowton, K. (1983) Working with Themes: Ideas across the curriculum. 
Blackburn: Primary Education Publishing (Pty) Ltd. 
93 
Edwards, D. (1990) The Case Study Research Method: A Theoretical 
Introduction and Practical Manual. Grahamstown, Rhodes University: 
Department of Psychology. 
Flint, D. (1988) Topic Work for the 5-13s. In D. Mills (Ed.) Geographical Work 
in Primary and Middle Schools. 231-237. Letchworth: Adlard Sons Ltd. 
General Guidelines for Affiliated Colleges of Education. (1990-1992) University 
of Transkei: Department of Collegiate Education. 
Gough, N. (1987) Learning Environments: Towards an Ecological Paradigm for 
Education. In I. Robottom (Ed.) Environmental Education: Practice and 
Possibility. Deakin University. 
Gunn, A.M. (1980) Teaching Strategies for New Geography. In I.G. Nicol (Ed.) 
Geography and the School: A Selection of Papers from the South African 
Geographer. 19-22. Dennesig: Society for Geography. 
Hall, D. (1976) Geography and the Geography Teacher. London: George Allen 
and Unwin Ltd. 
Hardy, M. (1980) Opinion. Child Education, 57 (10)' 9. 
Harlen, W. and Osborne, R. (1985) A Model for Learning and Teaching Applied 
to Primary Science. Journal of Curriculum Studies. 17 (2), 133-146. 
Harris, G. (1981) Books. In D. Mills (Ed.) Geographical Work in Primary and 
Middle Schools. 83-85. Sheffield: The Geographical Association. 
Hildebrand, V. (1976) Introduction to Early Childhood Education. New York: 
Macmillan Publishing Co., Inc. 
Hurry, L. (1989) Geography Teaching in Southern Africa: An Introductory 
Guide. Pretoria: Via Afrika Ltd. 
Jones, J. (1988) Small Talk. Junior Education, 12(1), 26-27. 
Jordaan, S.P. and Alberts, H.W.N. (1990) Didactics of Geography for the 
Primary School. Pretoria: De Jager-Haum Publishers. 
Kelly, K.S. and Floweday, M.1. (l977) Healdtown Health and Physical 
Education Instructional Pamphlets. Lovedale: Lovedale Press. 
Lawrence, N.J. (1971) Group Teaching: Hints on Group Organisation for Three 
Main Subjects - Reading. Arithmetic and Writing. Cape Town: Nasou Ltd. 
Liebeck, P. (1987) How Children Learn Mathematics: A Guide for Parents and 
Teachers. New Zealand: Penguin Books. 
Mayo, A. (1991) Group Teaching in J.P. Classes - Lecture notes. Rhodes 
University: Department of Education. 
Nicol, I.G. (1977) Some Suggestions for Field Work in Primary Schools. The 
South African Geographer, V(6), 504-508. 
Opie, F. W.J. (1989) The Outdoor Classroom. Cape Town: Maskew Miller 
Longman (Pty) Ltd. 
Pountney, G. (1990) Topic Work: The Future. Junior Education, 14 (4), 10-13. 
Saunders, T. (1990) Topical Task. Junior Education, 14(4), 15. 
94 
Scott, B. (1991) Theme Teaching and Team Teaching - A Practical Experience 
of Theme Teaching at Victoria Girls' Primary School, Grahamstown. 
Slater, F. (1982) Learning through Geography. London: Heinemann Educational 
Books. 
Tann, S. (1988) The Rationale for Topic Work. In C. Sarah Tann (Ed.) 
Developing Topic Work in the Primary School. 3-19. London: The Falmer Press. 
The 1979 Primary Schools Course Syllabus of Environment Study. Cape of 
Good Hope: Department of Education. 
van Niekerk, W.A.J. (1977) Teaching Environmental Studies and Social 
Studies. King Williamstown: Thanda Press. 
Walford, R. (1981) Games and Simulations. In D. Mills (Ed.) Geographical Work 
in Primary and Middle Schools. 73-78. Sheffield: The Geographical 
Association. 
Woods, R.G. and Barrow, R. St. C. (1979) An Introduction to Philosophy of 
Education. Great Britain: Cambridge University Press. 
Woolfolk, A.E. and McCune-Nicolich, L. (1984) Educational Psychology for 
Teachers. Englewood Cliffs: Prentice-Hall, Inc. 
Wright, B. (1981) Radio and Television. In D. Mills (Ed.) Geographical Work in 
Primary and Middle Schools. 81-83. Sheffield: The Geographical Association. 
95 
APPENDIX 3.A 
INTERVIEW SCHEDULES FOR SUB A - STD 1 TEACHERS ON ENVIRONMENT 
STUDY PROGRAMMES 
What do the programmes in Environment Study consist of in each class? 
Do you have different programmes for different classes? 
Do you use any syllabus guide? 
If yes, which syllabus do you use? 
What is the content that you teach in Environment Study? 
2 How is Environment Study organized in your school? 
Number of periods per week 
Duration of each period 
How is Environmental Study organized in the school day? 
What approaches and teaching strategies do you use? 
3 What references do you use in Environment Study? 
Reference books 
Maps, charts, models, etc. 
Other resources 
4 What are your other needs for teaching Environmental Study? 
What are your problems in the teaching of Environmental Study? 
5 What are the aims of your programme? (short term) 
6 What are the educational roles fulfilled by your programme? (long term) 
7 Does your programme meet the needs of the children that you teach? 
8 What are the needs that are fulfilled by your programme? 
9 Do you have any problems with the children's needs? 
10 What sort of knowledge are the children gaining from your programme? 
What skills are the children learning? 
What sort of values are the children learning from your 
programme? 
What sort of attitudes are they gaining? 
Are the children developed socially by your programme? 
If yes, what social development do they achieve from your 
programme? 
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APPENDIX 38 
TEACHER OBSERVATION SCHEDULE 
ENVIRONMENT STUDY TEACHER OBSERVATION SCHEDULE 
SECTION A : GENERAL 
1. 
4. 
5. 
6. 
Class. 2 No. of pupils. 3. Name of school. 
Location of school Runal 
Type of school Government 
Time Morning 
o 
o 
o 
Urban 0 
Private 0 
Midday 0 
I I 
7. Time span of the lesson 
After lunch q 
010 minutes 
c::::::J 30 minutes 
q Any other 
20 minutes c::J 
40 minutes c:::J 
8. Topic for the day 
9. Lesson aims 
SECTION B 
DEVELOPMENT OF SENSE OF PLACE, TIME AND SOCIAL DEVELOPMENT 
~eference made to: 
1. Place 
2. Child's interaction with place 
3. Time 
4. People 
5. Interaction of children with people 
6. EnviDonmental components 
7. Community 
8. Childrens' feelings and emotions 
9. Attitudes 
10. Values 
SECTION C 
RESOURCES USED 
Extent to which resources are used: 
1. Books or printed material 
2. Pictures 
3. Overhead projector 
4. Video 
5. Games 
6. Simulations 
7. Maps 
8. Charts 
9. Diagrams 
10. Other media 
11. Teacher 
12. Children 
13. Classroom 
14. School 
15. Real oojects 
--? Minutes • , 1( 1 2( 2 
I 
I 
r 
---+ Minutes ~ 
( I , ( 1~ :J( 25 
I 
3<j> 39 4C 
I 
~( ~~ 4( 
415 
45 
I 
97 
SECTION D 
DEVELOPMENT OF SKILLS 
Extent to which skills are developed 
1. Social skills 
2. Language and study skills 
3. Scientific and Mathematical skills 
4. Intellectual skills 
5. Aesthetic skills 
6. Practical skills 
SECTION E 
1. TEACHER INPUT 
1.1 Questions leading to: 
recall of facts 
problem solving 
1.2 Questions requiring 
participation of pupils: 
direct observation 
interpretation 
application 
2. PUPIL INPUT 
2.1 Information sought for: 
clarification of 
instruments used 
other clarification 
2.2 Questions answered 
Minutes >-
o 5 10 15 20 25 30 35 40 45 
I 
l 
Min ute s -------1) 
o 5 10 15 20 25 30 35 40 45 
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APPENDIX 3C 
TEACHER OBSERVATION SUMMARY 
ENVIRONMENT STUDY OBSERVATION SUMMARY 
INSTRUCTIONS 
1. Feelings will be indicated concerning each of the items 
below by putting a cross~ in the appropriate rating 
in the column next to each item. 
The ratings to be used are: 
1 Very Weak or strongly disagree 
2 Weak or disagree 
3 Satisfactory or Uncertain (not sure) 
4 Good or Agree 
5 Excellent or Strongly Agree 
in all sections, except in Section A. 
2. On the right hand side of the ratings column are spaces 
to record any additional information which the researcher 
feels deserves mention concerning each item. 
A. GENERAL 
-------
1- CLASS 
2. NO OF PUPILS 
3. NAME OF SCHOOL 
4 . LOCATION OF SCHOOL 
5. TYPE OF SCHOOL 
6 . TIME 
7. TIME SPAN OF THE LESSON 
8. TOPIC FOR THE DAY 
[j] 
m 
I2J 
OJ 
II! 
QJ 
[iJ 
fIl ~ (]] 
9. Did the time span take into account? 
9.1 Aims of the lesson 
9.2 Age of children 
9.3 Complexity of the activity 
Rural 1]] Urban 
Government School 
Private 
Morning 
Midday 
After Lunch 
10 Minutes 
20 Minutes 
30 Minutes 
40 Minutes 
Any other 
School 
RATINGS 
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10. How were the aims stated? 
11. How were the aims achieved? 
B. 
12. Effectiveness of teaching strategi~ used:-I 
~--~~--+-~--t-------------------~ \~.~~ I ~_ I 4 15 I -------------------~I 12.1 
12.2 
12.3 
12.4 
12.5 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
20.1 
20.2 
20.3 
20.4 
20.5 
Group Teaching 
Theme Teaching 
Topic Teaching 
Group Work 
Any other 
Extent to which children's 
experiences were explored 
Extent to which the 
children were the source 
of inspiration for the 
topic/theme 
Extent to which the topic 
was extended 
Extent to which concepts 
were investigated 
Extent to which children's 
experiences and interactions 
were used 
Extent to which children's 
curiosity was promoted 
Extent to which children's 
imagination was used 
Activities used/done by 
children which illustrated 
use of imagination 
Discussion 
Group Work 
Note taking 
Listening 
Any other 
:1 2 3 4 5 : 
I ___________________ ~ 
~ 2 345 : 
I I 
1- -------------------~ 
a 2 345 I 
I I 
1- -------------------~ 
~ 2 345 : 
I ____________________ 1 
1 I 
1 1 
I I 
112345 1 I ___________________ ~ 
1 1 
I 1 W- _2 3_ &.. 5.. ___________________ -: 
I I 
I I 
I 1 
I I 
1 I 
~ - -------------------~ 
:1 2 3 4 5 : 
I-- ------------------- 1 
1 1 
:1 2 3 4 5 : 
I I 
r-- ------------------- 1 
I I 
I I 
I 1 
'1 2 3 4 5 I 
, I 
, I 
1- -l-- -----------.-------- I 
I I 
I I 
I 1 2 3 451
, I 
I I 
I I 
T- - -- - -------------------, 
'12345 , 
I I r --------------------1 
I I 
I I 
I I 
, I 
I I 
~ -------------------~ I I 
I I 
I 1 ~ 3 4 5_ I r --------------------1 
~ 2 3_ 4 5_ --------------------1 
, I 
'12345 I 
r -------------------, 
'12345 I ~ -------------------~ 11 2 3 4 5 , 
-------------------~ 
21. Extent to which the lesson 
promoted sound knowledge 
of local, national and 
global environments 
22. Extent to which the 
following teaching and 
learning aids were used 
22.1 Day-to-day news /Radio 
22.2 Local Press 
22.3 Television 
22.4 Books 
22.5 Any other 
23. Was there any work done 
outside the classroom? 
24. Type of work that was done 
outside 
25. Extent to which different 
abilities of children were 
considered 
26. Extent to which the 
following skills were 
developed:-
26.1 Social Skills:-
Curiosity 
Concern 
Confidence 
Communication 
Questioning 
26.2 Language & study skills:-
Reading 
Writing 
Listening 
Talking 
26.3 Scientific & Mathematical:-
Counting 
Measurement 
Sampling 
Shape & pattern 
Graphs 
Grouping 
Any other 
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I 
11 
I I-
I 
I 
I 
I 
I 
11 
,--
,-
I 
I 
I 
I 
T-
I 
I 
I 
I 
r-
------- ----------------------1 
2 3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
I 
I 
---------------------~ I 
I 
I 
I 
I 
----------------------1 
I 
----------------______ 1 
I 
I 
----------------------1 
I 
1 
----------------------1 
I 
---------------------~ 
2 
2 
2 
2 
2 3 4 5 _____________________ J 
YES NO 
I 
I 
I 
I 
I 
-----------------------, 
I 
I 
I 
I 
---------------------1 
: 1 2 3 4 5 I 
- ---------------------~ ,-
I 
I 
I 
I 
I 
L_ __ - -- - - ____________________ 4 
- --
I 2-
1 2 
1 2 
1 2 
1 2 
T-
Il 2 
1-
:1 2 
I 
11 2 
1-
:1 2 
I-
I 
.1--
:12 
I-
11 2 
I-
i 2 
1 2 
1 2 
1 2 
1 2 
I 
I 
I 
I 
i 
I 
I 
I 
-
:3 4-
1 
3 4 
3 4 
3 4 
3 4 
---------------------, 
---------------------~ 5 I 
---------------------1 
I 5 _____________________ 1 
I 
5 I 
---------------------1 
I 5 _____________________ 1 
I 
5 I 
---------------------1 
I 
1 
- ---------------------1 ll~_ 5 : 
---------------------1 
3 4 5 I 
---------------------1 
I 
3 4 5 I 
---------------------1 
3 4 5 I --------------------~ 1 
1 
--------------------, 
3 4 5 1 --------------------~ 1 
345 1 
--------------------~ 
345 1 --------------------~ 1 
345 I 
--------------------4 
345 I ____________________ J 
1 
345 1 
--------------------~ 
345 1 --------------------~ 
26.4 Intellectual skills:-
Observation 
Recognition 
Recording 
Classification 
Analysis 
Interpretation 
26.5 Aesthetic skills:-
Shape 
Form 
Pattern 
Quality of environment 
Texture 
Colour 
26.6 Practical skills:-
(a) Use of Equipment:-
Sampling 
Recording 
Surveying 
Orienteering 
Calculators 
Computers 
Any other 
(b) Techniques:-
Sketching 
Mapping 
Sampling 
Graphs 
Models 
Diagrams 
Questionnaires 
Interviewing 
Discussion 
Simulation/Role Play 
Survey 
Photo Interpretation 
Any other 
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1 2 3 4 5 1 
-- --- -- -- --1 -----------------------+ 
f2-- -~ ~- -~ ~- ------------------------i 
11 2 3 4 5 i 1-- -- -- -- -- ------------------------1 
~ 2 3 4 5 I I -- -- -- -- -- ------------------------1 
11 2 3 4 5 i 
1--- -- -- -- -- ------------------------1 
~ __ ~ 3 ___ ~ 5 __ -----------------------J 
I ! I I 
I I ~ 2 3 4 5 1 
I -- -- -- -- -- ------------------------1 
~ 2 3 45 1 
r-- -- -- -- t_-- ------------------------1 f.-- J_ 3 __ ~-~-- -----------------------J 
~ 2 3 45 1 r-- -- -- -- ro-- ------------------------1 
l- .?_ 3 __ j- ~-- -----------------------J k 2 P 4 ~ I 
1--- ----t--------------------------_i 
I I 
I I 
I I 
I I I I 
11 2 3 4 5 I r--- ----t_--------------------------j 
11 2 3 4 5 I r---~----t_--------------------------.J 
11 2 3 4 5 I f---~----t----------------------------l 
11 2 3 4 5 i 
r-----I------t---------------------------
\1 2 3 4 5 i I----\-----I--------------------------~ 11 2 3 4 5 I 
1- --I------~-------------------------_i 
11 2 3 4 5 I 
1- --1--- ------------------------------1 I I 
I I 
I I ~--- ---- - \- I ~ 2 3 4 5- -----------------------1 
1- --\-- -- 1_-- ------------------------j ~ 2 3 4 5 I 1_ --1--- -- _______________________ .J 
n. 2 3 4 5 I 
1-- --1-- -- ------------------------; 
~ 2 3 4 5 j 
,---1--- --t_-------------------------.J l1 _~ I--~ _~t_5-- _______________________ ~ 
11 2 3 4 5 I ,---~- --t--------------------------.J 
11 2 3 4 5 I 
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"SEBEMFUNDO" 
X5003 
Faculty of Education 
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P.o. Box 94 
GRAHAMSTOWN 
61 40 
Dear Sir/Madam 
iFoni } 25111 
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VINJWA 
ISESE LEMFUNDO 
DEPARTMENT OF EDUCATION 
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EVALUATION OF ENVIRONMENTAL STUDY PROGRAMS IN THE JUNIOR PRIMARY 
PHASE" has been approved, provided at the end of the project, a 
copy of the dissertation will be produced for the Transkei 
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~~CTOR-GENERAL FOR EDUCATION 
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THE PRIMARY SCHOOL COURSE: SYLLABUS FOR ENVlRONMENT STUDY 
Thc attention of principals and teachers is invited to the fact that the ,ubject Health Education in the Junior 
Primary Phase, is incorporated with Environment Study. The time allocation for Health EducatiOQ which is i 
hour per week in Sub-standards A and B, and Standard I, will henceforth be added to EI1Yironment Study. 
The following syJIabus il1 the Primary Course will be introduced as from 1 January 1981. 
THE PRIMARY SCHOOL COURSE: SYLLABUS FOR ENVIRONMENT STUDY 
SUB-STANDARDS A AND B AND STANDARD 1 
I. INTRODUCTION 
1.1 Environment Study in the Junior Primary stand.lrJs provide:) the found;llicn for Hi.~t:)ry ane JlI tr.:: 
scienCt:S in later education. Its purr'l~c is to awaken in the child an awareness and wonder .:f the world 
in which he li'IeS and to promote a r~ponsiblc attitude toward~ pcrsonal hygiene and community health. 
Any experience in his daily life may he lIsed as a starting point fur investigation. The sucr.x:5!>ful teaching 
of Environment Study is dependant on the teacher's imagin:i:ive use vf re.;o~rccs within the environment 
and her response to interests and activities th:l.t arise from !~e chi'dren themselves. 
The syllabus provides guide lines on which the scheme of ~(lrk should be na!'.ed bl.t ;t 'iers r0 :imit:. and 
should be adapted to suit the conditions prevailing in the :;r~a in which the school is situated. "Environ-
ment" in this instance refers to the neighbourhood of the school and wilt Iherefvre differ widely from 
one locality to another. 
1.2 Topics investigated during the Envif<lOment Study period sh()u1d be used a~ a ccntr:tI theme to be cor-
related with 3$ many ot'1er lubjects as possible. 
i.3 Bearing in mind lLll ,lie application of the syllabus is dependant on prevailing conditions within the 
environment. it is impossible to dictate which aspects of the syllabus will be taught in each of the Junior 
Primary st.mdards. It is therefore essential that the course be carefully planned by the Junior Primary 
teachl~rs. under the supervision of the principal or a senior teacher, to ensure a comprehensive dc .... elop--
ment (If the t,)pics and to prevent the possibility 0f unnecessary repitition. 
1.4 Envirllllmcnt Study provides an excdlent opportunity to introduce the pupils to the art of reading for 
information. There are many simple and attralctive reference books available which should be used for 
this purpo$e,. 
2. AIMS 
2.1 
., ., 
2.5 
2.6 
2.7 
2.8 
The purpoS<! of Environment Study a~;1 ·;I.:hool subject is. in ~" far as IlIs/h.:r age and stage l)f development 
allow, 
to make the pupil aware of the splendour. beauty and order of God's crc:ltion; 
to give the pupil a clearer idea of himself as an individual, as a person with needs and desires, with a 
life 10 be lived happily and usefully; 
to arouse in the pupil an interest in and a love of the ~ubject, amI to awaken in him a de~ire to know 
more about his own locality, hi~ countr:.. nature as a whole and ahout hi~ own and other people: 
[0 develop in the pupil an altitude of appreciation of the way of life of people in his own locality and 
d~ewher<! ill r he country; 
1,1 :1lt..\Y the pupil time to observe, to discover and to.experiment: 
to pre'\("rve and to stimulate the pupil's own natural curiosity and wonder; 
to teac.:h the pupil to be aware of man's dependence on Nature and the interdependence of man, fauna 
and flora. and 
to guide the pupil to discover interesting facts by his own efforts and to teach him to pursue the following 
steps in his investigation: 
ub~crvc . 
• fiS\:us". 
mil ke notco;. 
,lr.lW c()ndu~ions . 
. Subjttt Matter Suggestions to Teachers 
--------.-~-- ...... -.----_._-------------
J. SYLLABUS 
(All hough the subject matter has' not ix'Cn 
allocated to each of the standards in the 
Junior Primary·phase. schools are free to do 
';0 if IhC'y ~ prefer.) 
Throughout the syllabus. the tcacher should 
try to inculcate in the pupil an interest and a 
concerned aW:1rencs~ of the environment rather 
than the memori~atlon of facts. 
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3.1 .... ' III DtIlIt-- .. t:VmlfllI/IrIIn 
3.1.1:· Daily __ ad Ibe compiJadoll of a De'WI 3.1.1 
Ibeet or taIhicl_ diaria. 
3.1.2 Vlliton to tbe sdiool. 3.1.2 
3.1.3 n.i1y aueatioa pUl to tIcmeaWy thrift. l.I.3 
.... pt'OIW care or cIodUq. boob. pencil .. 
water. electricity. etc. 
SugestiODI to Tcac.hen 
1h daily newt in aD iutep'al part of the en-
vironment Study IeAoo &ad topb iatrod~ 
~ the pupils can otlca be uaed (Ot t'urtber 
dixusdon and ltUdy. 
To be effective. tho EIlviroameat Study l*iod 
should bo euly in the school day and abould be 
taken by the class teacher herseif. 
(a) For er.ample visit! by the Ill$peaot of 
Education. su~jcct iDlpec:tor{iaspecU'Cllea. 
school doctor and o~r medica.l penonoe1. 
etc. It is !1ecessary that pupils should be 
informed in regard to the purpose of the 
.... isits of t.he3c officials. 
(0) VISits to the school by the foUowing types 
of penon can be arranged advantqcousJy 
if they a.~ i~ted to 'peak to tbe pupils 
a~ut the nature of theIr worlc: a member 
of the S.A. Police, a fireman, a traffic 
r;ffi<::er. a pottman, a member of a society 
for tbe pn-vention of cruelty 10 animals, 
etc. 
Reftr to paraenphs 3.8.4 and 3.9.4 . 
3.1.4 The Nature Table. 3.1.4 1M Nature TJbI~ 
3.1.' Spec:ial occuions:-
3.1.'. J Family fadftll. 
3.1.'.2 RcHIioua aDd public hoIiClays. .,' 
The Nature Table should be an exclrinl centre 
of interest and research but unless it i. chaqed 
regularly {e~ two or three ~k!} it win 
degener&te into a d usty, uninterestin, collection. 
(Any specimen to be kept (or future use should 
be stored in the school museum or in the 
reaotm:e centre.) 
Many different topks can be used to:-
stimulate all a~ of nature, 
promote simple research work and oblervation. 
I1x:reac..e general kDowicdp and vocabulary. 
encourap readina for knowledae. 
and, above aU, provido the material for dis-
cussion and writilll-
(Pupils should be eocouraged to write and 
illustrate their owo notes.) 
See the Addendum for: 
What it needed for the Nature Table. 
Some ideu for topica aDd how to present lbcm. 
BiblloPl'hy. 
3.I.S.2 E.J. Van Riebeeck Day 
Republic Day 
SeuJcrs Day~untriea of origin: immiaration 
KruFl'Oay 
Day of the Covenant 
Good Friday and Easter Sunday 
AlceuliOD Day 
Cbristma Day 
Featrlals of other croUpi wit.hiD the COIDJDUDity 
Subject Matter 
3.1.6 Fl\nd-raising in aid of deserving causcs:-
3.1.6.1 Deserving causes. 
3.1.6.2 Class and school buaan. 
3.1.7 l.ocal development. 
3.1.1( Agricultur:al sh"ws and .Ithtr c!thibitillns. 
3.2 Tit" pupil and S('//-CIJfC 
3.2.1 Pcrwnal h!giene: 
.t.2.1.1 1>;lIiy inspecli<m Ilf nails. Iklndker..:hlt·f!. anu 
pc:rsonlll neatness and the incul~lion of g\lou 
personal habits. 
3.2.2 Deportment: 
3.2.2.1 Good habits regarding. stance, sitting :lnd 
writing po!;itions. 
3.2.3 Food: 
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s 
Sugestions tu Teachers 
-----------------.-----------------------
J.1. 7 Nelli developments: E.g. with regard to the 
building of roads, provision of facilities, new 
houses and .. hof'r.' unuer con .. truction, etc. 
3.2.3.1 Oi tTerent kinds of food necessary for a 3.2.3.1 
healthy body. 
The following aspects should receive attention: 
The lunch pil..:ket taken to school daily. 
Unhealthy types of food and beverages. 
3.2.4 Sleep. 
3.2.5 ('afl' (Jf· 
3.2.5.1 the eyes; 
3.2.5.2 the ears; 
3.2.5.3 the nose; 
3.2.5.4 the teeth: 
3.2.5.5 the hair: 
3.2.5.6 the skin, and 
3.2.5.7 c!othin&. 
3.2.6 Preventing of the s(lrcad o( infection. "," 
The necessity for thl! hygienic hafl(lIing of 1")0.1. 
The dangers of tt)QO poisoning. 
The dangers of polluted water. 
3.2.5.6 The importance of the following: 
Regular bathing. 
Fac:e-c:loths and towels should not be shared. 
Care of scratches, blisters and insect hit~. 
Dangers of too much sunbathing. 
Refer <llso to paragraphs 3.2.3.1 and 3.3.1. i. 
The f,)lIowing ~hllllid also be dealt with· . 
ttl) The Ilangel!> "I' cIlnununitl face·dtltils. 
towel,;. liMI'" hru~hC'S. ",,,ntn, etc. 
(h) The ,Ianger!; of sharing ftll.ld nnu of suck in, 
pencils and tingers. 
107 
6 
_______ S_u_b_~ _ M_at~ ___ .. __ . __ L_ 
3.3 Homu 
3.3.1 The pupil's own home: 
3.3.1.1 Address and telephone number. 
3.3.1.2 The composition of the family. 
Shortest aod safest route [u !Ocho')l. I 3.3.1.3 
3.3.1.4 Different types of llomes. 
I 
I I 3.3.1.4 
3.3.1.5 
I 
I 
Building materials required for buiIJ~"g a ! 
house and for other buildings; '~;1<lt they: 
look like and where they come frolm. The I 
work of the various artisans involved. i 
3.3.1.6 Personal Reiationsrupi in the Home: I I 3.3.1.6 
I 
3.3_1.6.1 Social Responses. 
Please, thank you, greetings, etc. 
3.3.1.7 Cleaa.liness in the home. 
i i 3.3.1.7 
I 
I 
1.:1.1.8 SafdY prc:cautiul\.'1 in the home: :U.I.K 
I 
. ,' 
:U.2 Homes of other population IfOUPS. (Where 
applicable.) . 
3.4 lJu: classroom fJIfd lhe school 
3.4.1 The School: 
3.4.1.1 Name and Address. 
Suggestions to Teachers 
(c) The spreading of infection by sneeziog and 
coughing, and of visiting sick friconds 
suffering from a contaaious disease. 
Cd) Infectic!l spread by flies, etc. 
(to) The necessity to cover sores, etc. 
(J) The necessity for immunisatiun agaimt 
contagious diseases. 
Ordinary dwellings, single :l:1d double-storey 
hOlLS~5, fbts. pre-fahricated h,.uses, or any 
otl1c-r Ur,.JSlJ;I: lyflC of hllU~illg in the vi .. -inity. 
Cc,urtesy, lh.lH:ghtfuiness, friendliness. help-
fulne\s .lnd un,dlbhnes~ towards: 
Par:7'.ts. h:llthcrs. ~i'h'rs and gr:tI1Jran:nt~ :.Ind 
others 
Servants 
Neig!lbl·ur. 
VbitlllS 
ClcanJ:nc~s uf lHcns!ls u5etl for eating or 
preparing fo~. 
Washing L,f ir .. it anJ \eget:.lbles before eating. 
Combating of dangerous insects, c.g. flies. 
fleas, 'TI0SqUitO'·~. ~:l'. 
Clean habits in the bathrot\m. 
Keeping llwn bedroom tidy. 
(.\lrrcct handling ('1' dangcrllus Ilbjce(!\. e" 
o;cis!.Ors, knives, etc. 
Dangerous objects IIO! to be played Wilh, e.g. 
old refrigerators, lawn mowers. aerosol cans, 
matches, insecticides, medicin~s. etc. 
Children should also know where their parents 
are employed, the name of the family doclor 
and the Emergency telephone number. 
They should =llso be enlighten(.-d as to simple 
anti-hurglary p~cca utl<!IlS . 
. .,. 
.> 
7 
Subject Mauer 
3.4.1.2 H~orical significance of thc n:u1lC. 
3.4.1.3 Situation of the sclwol. 
3.4.1.4 The building and playground. 
3.4.2 Duties: 
The Principal; member! of staff; the secrc-
tary; carctaker and cleancl'! •. 
3.4.3 School Rules: 
:l.4.3.1 Reasons for rIIlc-., di~iflline. nc:ttncs~ • .l!ood 
hchavidur. 
lJadge: and 111011.). 
School uniform. 
L"yalty. 
3..+.4 Per-nnal rcbtil'n .. hips. 
J.4.5 ("Ire and deanlinc, .. "I' Ihc school. 
3.4.6 Safety at s~hoOl'. 
.1.4.7 bncr/!cOl.:y pl;lIlflin~: 
:\.4.7.1 Rapid cvacllatilll1 of scholl I bllildil1~ in case 
"I' n..:cti. 
3.5 Th~ Sdloo/ Locality I 
3.5.1 Features of thc school ncighbourhood. 
3.5.2 Walking tours of the neighbourhood. 
3.5.3 Public amenities. 
,,' 
~. 
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3.4.4 
3.4.5 
3.4.6 
,-' 
3.5.2 
3.5.3 
Suggestions to Teachers 
Cu-opcraliol' \\ ~lh \.>lhc:rs in wurk .In.! pi.y. 
Ohedience. 
Respect for property. 
Cour.esy, thoughtfulness. helpfulness towards 
school mates, staff and cleaners. 
How to win graciously and Jose well. 
C1C4n habit:; n:garJing lavatories, wash-basins. 
dust-bins, waste-paper baskets, finger marks 
on waIls, etc. 
Tidiness and care of appardtus, school desks 
and furniture. 
Safety rules regar,!ing passages, playground. 
h;mdling of apparalus. etc. 
Walking lour:; uf the ncighhourhood takini 
nllle "f the Ill~)~l important feature! of the 
immct.ii;llC: surroundings. 
Street nam~ ill the immediate vicinity of the 
schon!. 
R.oad safety ruks are dealt with in relation to 
excursions. 
Streets are not playgrounds. 
These amenities will vary from ORe nci,lt-
bourhood to another. 
E.g. Public parks, play grounds, public tele-
phones, etc. 
It is possible that some of thc following 
facilities are available in the nciehbourhood 
or some schools: 
:I post office 
a police station 
a railway station 
a goocry st\)re 
a butcher shop 
a fire brigade station 
:1 supermarket 
local industries 
a h05pitai 
il chemist 
a cafe 
a bioscope 
a dairy 
a hotel 
a garage 
etc. 
3.5.4 
3.5.5 
3.5.6 
3.5.6.1 
3.5.6.2 
3.5.6.3 
3.!l 
3.6.1 
3.6.2 
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Subject Matter 
The available r.,ljtics, e.g. shops. post office, 
police station. railway station, etc. 
Trades, occupations and professions with j 
regard to 3.5.3 and 3.5.4. ! 
(These to be included in themes relating to I 
the work venue.), ! 
I Dangers: Dangerous places. 
I 
I 
\ Road ~ety. 
Dangers of acceptinglift!l, sweetll. CClOldrinks.\ 
money. etc. from strangcrll. 
Our National Heritage '\ 
National symbols. boliday~ and f~tivals. 
National heroes and biographical, studies. 
3.SA 
3.5.6.: 
Suggestions to Teachers 
The Post Office 
(This is given as an example to illustrate how 
cther,facilities can be dealt with.) 
Write a note to a friend in the class !l .. anguagc 
Period.) 
AJdr:ss the envelope t Writing Perlllu,) 
Visit the Post Office to buy a stamp. 
Post [he letter, 
Other amenities offered by the Post Office: 
Banking 
Tde1!rams 
Parcel Post 
Pcnsiol1\. etc. 
Tclcph.,'ne ~crvice 
r~le wnk of (he P'J:.tman. 
\-blc·: ~< l ! .. !.s ~t:lflIP coilecti(I/l. 
Paint :1 pictur..: "Me. buying .. "t:lInp" (/\rt 
L:s,n::;. dC, 
I"Jplls ,houtJ be IlnJ~ aware "t'the dangers of 
phying in ur.suit;:ble are:l~ ni,ling in th.: IO~;l1 
l'm iri'nm..:r.t. ":.g. d:lIn..;. fllhhi ... h dumps, cnn-
. t illC! .,.t: \\'.~rk ... ,(\:, 
3.6.2:.. In audilioll lo hcroc~ ~elected from the past. 
reference shoJld also be mal!e to people who 
have made a big cvntribution to public welfare 
during the 20th century, 
3.6.3 Different racial groups, languages and re-
lationshi~ .. 
3.7 Local A menitk.f 3,7 
.' 
E.g, Water, electricity, telephone, transport, 
parkll, etc. 
.j' 
Th,~ teacher sllo"J,1 ;ltlempt III an'use the 
pupils' ctJrio!'ity ;!~ .. tJt fa<:ilil;C-; W\'" lake for 
granted. C'.g. 
W:lter 
Electricity 
Tclcpl1<lnc 
T r:lIl:-. rort . .:1 c. 
Bv mcan~ of cxcllr~"io" .. ;11\.1 I h~1l1CS the IlmenJty 
shuuI.! be (ra'-'Ctt back 10 it~ nrigin. The theme 
,houl.! then progress In Include dcmentary 
scientific experi ments hl ilIlI~trate ch;tr:tc~erist k'" 
and propertie.'i (If the: topic • .:.g. 
Water 
. Water Rows from our tap ... Whc:re docs it come 
from? Children arc lead to discover: 
• 
Subject Matter 
J.8 Hom 
3.S.1 Walking tours of the neighbourhood should 
be conducted at various seasons to cultivate 
;10 awareness of the flora in the neighbour-
hood. I 
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3.8.2 The names and characteristics of the vari( liS 3.8.2 
plants, flowers anJ trees. 
3.8.3 Agricultural products of the district. 
J.R.4 The nature table for the observation of 
growing things. 
3.8.5 Dangerous plants within the environment: 
3.8.5.1 Th..: dangers of C"clting unknown berries, 
leaves, fruits, etc. 
3.9 Fauna 
Suggestions to Teachers 
How taps work. 
Different kinds of pipes. 
Water mains. 
Stop cocks. 
Water mctcn. 
Means of storing water: dams, tank.s, ctl:. 
Visit a filtration plant or dam. 
Water in nature: rain, hail, snow, ice, springs, 
rivers, vleis, sea, underground water, etc. 
Uses of water: 
cleansing. drinking, plllnt growth. decorative 
fountains, etc. 
The names and characteristics of the va,ious 
pla:lts and trees should be studied from direct 
obser\"~, tion. The effects of seasonal cha1:l!es on 
tr~ and flowers, 5':00 dic;persal, adapt:;t;l'n to 
climatic conditions. etc. should be observed. 
3.9.1 Pets. 3.9. J Ideally. pupils should be allowed to keep a pet 
in the Nature ('orner, and through observation 
and caring for this pet, cultivate a concerned 
interest in other animals. 
3"~.1 I-";I;'m .Inimals. taml' animal~. wild "animal!>. 3.9.2 Pets and tame animals. farm aninuls and, if 
pt)s:>ible, the wild animals of the zoo could be 
ob!ierved. The Characteristics of grass and 
flesh eating animals, their adaptation to 
seasonal changes and to climatic conditions, 
the products obtained from animals (wool. 
leather. dairy produce. etc.) could be discussed. 
3.9.3 Bird:. (wilJ ;1I1ll tame). 3.9.3 Usefulness to man, adaptation to seasonal 
changes. bird calls, etc. 
3.9.4 A vivariulR 011 the nature: table. 
, 
3.9.5 Types of furming conducted in the area in 
which the school is situated. 
3.10 TI". seasons and w~atlr~!,condition$ 
:U O. J The 'NC.'lt her: 
Observation of a live bird or chicken. 
I 
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Subject Matter SU88'-"!>tiuns II) T eadlcr~ 
---...---------------- ---_._-_._------- - .. 
3.10.1.1 Observation of daily and seasonal changes. 3.10.1) Pupils should be made aware urthe time cycle: 
the succession of days, weeKs, months and 
sea!.on. The calendar. Also refer to the work 
dealt with in Mathematics. 
3.10.1 TIlt: effecl of !'easullal changes on pCl.pk. 
vc:getali(>Il, animill~ ,InJ bird~. and lanml1j!. 
3.11 Conservation 
3.1 L 1 Although the neet.1 tor conllCrvation clluld he 3.11.1 
dealt with under most of the other sub-
headings, it is necessary for !e:tcbers to 
impress on the minds <..,f pu;:ils tlMt our 
heritage (both in nature and cu!tural) mu~r 
be conserved. 
3.1 1.2 Pnllution and the combating thereof. \3'.1 1.2 
3.12 EteR'lenlary Scieno.: anJ simple experimellt-.. 3.1 ! 
.,' 
.-
Pupils should be lead to o ", .. .;r\ e uilily and 
~a~lHIJ.1 ~hang~ in the weathl:r ;llld to record 
,10 :I weather chart. 
Clas~ gilrdens: 
To rr'101')te thc need for I,;lln~er ... ation :he 
pU;lii shno.:l\\ he .I\\'a!-cilcd ,II the w,'nlier and 
11~lr;Jde of growth (especially flat dwcllers). The 
pu~il ~;'1ould be :lff('rced the opportunity of 
wc·rkinz with the ~oll and undc.:rst3.no the need 
:'or woH-cr, ~lInl!:!hl and the dTe.:ct of in~ect~ nn 
clart :irc. -
Garckns should take the form "I' ~lIlall outduor 
hooratorics rathl!f than orn:ullental (iispldYS. 
A wide variety of p!ant~ slwlIld he !!rown, e.g. 
Pb:lls Ihal I!I\1W from ~eed~. buill,. tullers and 
slip. . 
?Ianh I hat <..Tl.'l:P illld dimb. 
P!:tnh ,-,e eat. 
Plants grown ror the ",Ike llf the IC;lvc~ (If ru\lh 
,~r !towers. 
\ ndig,>nou<; plants: 
Purlis sht,tlld learn til..: f'leaning uf the word 
"inJ;l!e'1IJ\l~" and ~houid observe ~,)me of th.; 
jildj~;nol" rbnh or the arc". 
Prtlhihltil\ll .,1' the picking ,.1' 1,\oild 11,)wcr". 
O:Jngcrs .tnd -=:lII~e~ 1),- .. dd lires. 
The.: need tll .lprrCl'L:h'. l',lIl'crvc and .:are fllr 
the 1l.}r.1 "I' our c<llIlIlry ~hould ;.tlways he: 
stressed. 
Litter·-who causes it·- how 10 prevent it. Pupils 
could be made aware of pollution that occurs 
in the neighbourhood, e.g. illegal dumping. 
litter at hu,~top!\, industrial '>mllke, polluted 
steams, etc. 
Pupils l.~l.lllld Ilndert;tI .. l' a rrojeCl to clear a 
~m;1I1 arl'.t of litter. 
Inter!:". ·Llhic .. 
Element.lr\, ~ll'IK": can I~' \l. ...... ~Il<.'\.'\.~rullv 
intf\l,lucc,i in the JUllillr Prim.ary· pha:.c. 
lJy O1l';UI" \,1' simple cltpc:rimcllts pupils C<l1I be 
helped to ulJ(Jer~tal1J the worlJ in which they 
live and to apprc..:iate the qualities and func-
tions tlf everyday l·ul1l11l1ltlilil.'''. c.~. W:at(,f 
Experiment,: 
Wh;1l floats'! What ~inks '! 
What tli~solve,? What dill'S nllt'! 
• 
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Subject Matter 
Ar.~FNDUM 
Wlull is need~d ? 
Suggestions tc) Teac.ben 
Evaporation 
Condensation 
S ~Dg 
F1tration. etc. 
Boob auch as 1. D. Hariaa'. "Sc:ieuce ex-
perieuces for the childhood ycus" will provide 
many ideas to stimulate the pupils' natural 
curiosity and Jive eum.p1e1 of simple ex-
periments and "finding out" projects. 
I. A I,.", table placed :Igainst a wall or the back of a cupboard on which is fixed the backdrop and the' 
carlin" 0 the theme:. 
2. A vivarium (for "crawlies") and a variety of boxes, bottles. jars, <!tc. for specimens. 
3. A magnifying gla."~ (or, if the school can afford it, a microscope) and a viewer. 
4. Simple refcreno: books for further reading and rrsc:ardl. 
S. labels and [he pupils' own notes. 
What topics ar .. lIspd:' 
I. '\nyitem of pupil', Ih:WS, any specimen brought to school by a pupil, anythingoflocaJ or current interest. 
2. Collections made by the pupils. e.g. semi-precious atones, stamps, .hells, etc. 
3. Themes 5uch a5; 
Colours. ~.g. orange. 
Wrtiznd: '\rou~c thc pupils' interesl anu a!lk them to collect anythin, orange (or the Nature Table, e.g. 
1I,,\wr;. nl"fri..:s. kaves. wgctables. rruit. insects, butterflies, wool, yarn, plastic, material, paper, etc. 
I It,' articl~, brought will prlwidl' talking points for two or three wC'elcs. The pupils are taught the names 
,.1' !lowers and leaves; they discuss the life cycle of butterfly, etc., are told about the materials used and 
Illl' manuf acturc \If plastics. yarns, wool. etc. 
They an~ encouraged to reau, draw and wrile about the articles they havc observed and studied. 
When Ihe IIltr.rC~t Walles. " hook for the Reading Corner may be made or some of the drawings and 
r"c,)rdings and the Nalure Table clcan:d fMlhe next project. 
Any colour can be [rcakd in (he same way; even black, brown and while make exciting Nature Table 
displays. 
Other suggesti,'n,; 
I. An,lIher [heme clJuld b: "Under 'the Ground". The teacher could use this theme to increase the pupils' 
!!:neral knowhlg.;: abOll1 I!lings out~idc: their experience. The nature table could have: 
/-Jowers that gr,l\V from bulbs, corms or rhizomes. 
Vegetabkr suen as onion, potato, carrot, turnip. radish, parsnip, artichoke, horse radish. 
NUls-ground nuts. 
Interest could then be extended to: 
Worms and moles: 
Coal, precious stones and their mining. 
Und.:rground \\'aler and tne way in whic.h it is utilised. 
2. AI)()vc (nc Gmull.l/ln I he Air could be about flying things: bees, bUllcrflics. moths • ..:'c .• birds; aeroplanes 
.IIIJ helicopters whidl would give Inc boyslhc opportunity to collect pictun:~ ofaircrolfl and study hooks 
I'" Ihe hisIllrY I,r 'lvia:illll. cic.' _ 
J. Hanl and S(lfl. 
oJ. (·,.\,\,rs in N:ltun:. 
S. I'rickly pl.llltS. 
6. II .. w stttlo; are spr\':lIk 
7. 1I.,w ,",0 we tr:l\d'! I J'r:lllsport 011 lilUd. water Ilnu in the uir). 
.' 
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8. Found on the beach. 
9. What a plant needs to grow. 
10. Nature in ... (using tbc months of the year). 
1 J. The seasons (one for each tenn). 
12. Life qdes (silh ."lDS, tadpoles, butterflies). 
13. How doeI it work? (tap, electricity, etc.). 
14. Where docs it come from 7 (wool, honey. rubber. <.:ork. ~ugar, clc.'. 
15. We use what they malee (trees-wood and paper) ll):.ters (pcarbJ sligar cane (sugar), ~te. 
The Education Llhrary h:1S somc cJlc\!lknl b.ll):"~ lWlh for leadlen: ;Iud for ('upils' u:.c.'. e./-:. 
The Fint Look at Series by Franklin Watts 
Nature Study Books for Enjoymer.t-Publishl!d by Al\gu~ & Robertson 
Nature's Way-Published by Deuls~h 
Exploring the Natural World with Young Children by K, E. Hill 
Btacle's Children's Encyclopaedia 
Science experiences for the early childhood years by 1. D. Harlan-Published by Columbus, Merrill. 
Lees en ontdek. Kaapstad: Die Kinderpers yan Suid-Afrika. 
Hoe saad groei deur H. J. Serdaan 
nie wereld van ... Kaapstad: H.t\.U.M. 
'Seedicn- lkur J. Holbrook 
'n H.A.U.M. Junior Natuurwctcllsk.li,hllCl. Ka:!pl>lau: 11.1\. U. M. 
·t" 
Prillrrd ill ,Ir" R~pllbllc of SoIIt" Africa hy 
OPE & nAASVA41. PIUSTEItS <PYY) Lm. CAPE TOWN.-s:!434/.5/19/1 000. 
. ~ 
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STANDARD I 
ENVIRONMENT STUDY 
A. AIMS 
1. The pupil should realise that he is a member of a particular community 
and that he is bound by various ties to particular groups of people in 
that community, as they are represented, for example, in his home, his 
school, his church, his residential area and his tribe. These groups 
serve him directly or indirectly and he in turn owes them loyalty and 
co-operation. At a later stage larger loyalties can be developed. 
It is educationally sound that the pupil in the primary school should 
develop a knowledge and understanding of his environment on the basis 
of actual experience. At this stage the pupil's experience of life 
is determined largely by social and economic influences to which he 
is subjected with the community in which he lives and moves. The 
experience which he has within his community should serve as a basis 
for an understanding of any other experiences which he may have and 
which are not connected directly with the life of his community. 
2. The pupil should accept, in an intelligent manner, the fact that the 
welfare and progress of his community depends on the contribution 
made towards it by each of its members. He should, therefore, know 
how his own people and others earn a living; he should realise the 
value of the work which they do for the community and he should be 
convinced that he must work, if he wishes to lead a useful and contented 
life. He should realise that the welfare of the individual depends on 
the welfare of the community . 
3. The knowledge which he gains should encourage him to take into 
consideration constantly the interests of other people. He must realise 
that his behaviour towards them will determine whether society will 
accept him as a dependable and useful person or not. He should be 
convinced that he cannot live and act as a detached individual in 
society, but that he is dependent on other people, and they in turn 
are dependent on him. The maintenance of good relations will depend on 
his attitude, and the good habits of conduct that he has <in·:« 
association with people of his own group, as well as 
other sections of the population. 
Furthermore, he<,:must realise that laws are necessary to the 
any community for harmonious living together. Consequently' ~~~,.u,~u,~ 
1. 
mind 
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lead the child to do naturally, and therefore willingly, what 
has,prescribed as correct, good and commendable. 
various study themes the following points should be borne in 
(a) The pupils must be made aware of the majesty, beauty and order in 
God's creation, and their sense of wonder must be stimulated. 
(b) They must be led to a thankful and personal appreciation and 
acceptance of the gifts of God and the responsibility of man 
towards these gifts. 
ec) Similarly, the pupils must be made aware of the wonderful things 
created by man, and a sense of responsibility with regard to the 
preservation and further advancement of these must be developed. 
(d) The pupils must be helped through their critical observations and 
thought to classify their world, to express themselves in 
language and to think purposefully. 
(e) They must develop such skills as speech. reading, writing and 
drawing so that they are able through these to come close to 
reality and acquire and exercise an intelligent control over their 
world. 
(f) Respect and tolerance for others must be aroused. Pupils must be 
taught to respect their own property and that of others, and to 
extend that respect to animals and plants. 
(g) The pupils must be led to a high ethical standard by practising 
co-operation, courtesy, personal neatness, helpfulness, 
consideration, faithfulness, steadfastness and responsibility. 
(h) Good working and study habits must be acquired and cultivated. 
.. 
B. INTRODUCTION 
1. Scope of the subject 
In Standards 1 and 2 Environment Study incorporates in one subject the 
content of an initial, elementary study of the subjects Geography, 
History and Nature Study. Because it is informal and is firmly based 
on the principles of proceeding from the known to the unknown, it forms 
the best introduction to the formal study of these subjects. 
For this reason no attemp~ is made in this syllabus to differentiate the 
subject-matter according to these formal subjects and to classify it as 
such, but the teacher should bear in mind that one of the chief aims is 
2. 
• 
• 
.... ' 
• 
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to lay the foundation for the more formal study of these subjects in 
later standards. For instance changes in the weather are observed, 
recorded, discussed and later classified carefully. This gradually 
leads to an understanding of the abstract idea of weather and eventually 
to that of climate. 
The stages of observing, systematising or classifying should be quietly 
but consistently followed by the teacher, who must bear in mind 
constantly that she is gradually leading her pupils to develop their 
powers of thinking, reasoning and expression as well as of observation 
and appreciation. 
Later this natural mental tendency to classify and systematise will 
induce pupils to become aware of, and to appreciate cause and effect, 
and it will train them to reason. 
The scope and content of Environment Study is determined by the point of 
view that it is the young pupil who must learn to know and understand 
his environment in its widest sense . The scope of his study is therefore 
his social, economic, natural and physical environment, since these 
aspects make up the "world" in which he lives and moves. 
2. General method 
(a) Because the teacher should make use of the current interests of the 
pupils and the special resources of the locality, it will 
necessarily follow that the type of work done will vary from school 
1:0 schoo 1. 
(b) While the general scope of the work and the kinds of activities 
which should be common to all schools have been laid down, teachers 
are expected to pay more attention to those topics which are 
closely connected with the pupils' particular environment. 
(c) The subject should be marked by activity on the part of the pupils. 
Whenever possible they should be encouraged to find out things for 
themselves, to go and see how things are done or made, and where 
things are found, and to make collections of samples and illustra= 
tions for class museums and personal albums. 
(d) Much of the work suggested can be done during lessons in other 
subjects, e.g. during lessons in oral work in the languages, 
handwork, Health Education, gardening, etc. The possibility of 
such correlation should be kept in mind constantly by the 'teacher 
in the Lower Primary School. Attention is particulariy'draw' to 'the 
safety rules that appear in the Health Education syllabus.' 
(e) Normally the pupil has a keen desire to know how and why things 
happen. The wise teacher will encourage her pupils to ask 
3. 
'~1 
. ~.',.i:;;.:;. 
'~.j;:!;\~~. 
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simple experiments and demonstrations which can be conducted in 
, t'h~' c'lassrooni 6r on the school grounds. 
(f) Teachers in single-teacher schools and those responsible for grouped 
classes ?hould note the slight modifications of the syllabus which 
are contained in footnotes at the end of the Standard II syllabus. 
3. Time and period allotment 
Four periods of 30 minutes each per week are allocated to Environment 
Study in Standard 1. 
C. CONTENT 
1. The seasons 
The seasons with reference to changes in the weather (hot, cold, mild, 
wet, dry, misty); length of days; plants in the garden, the trees, 
fruit and vegetables on the table; the flowers in the home: weather 
observation. 
Note: This section is placed first not because of importance, but 
because it should be treated incidentally throughout the year and 
not in full formal lessons. The teacher herself must be observant 
and draw the attention of her pupils to the above-mentioned changes 
as they become apparent, e.g. a misty morning, a thunderstorm, the 
blossoming of fruit trees and different flowers, the ripening of 
fruit, etc. 
Note: 
2. Shelter 
Sections 2 to 6 deal with the theme: Our Needs as 
People. We all have certain basic needs, e.g. shelter, water, 
food. All people experience these needs but children do not 
consc~ously think of them. This is therefore an excellent 
starting point for getting pupils to observe, think, and to 
express themselves. The teacher will guide her class by 
questioning and discussion, thus consciously systematising 
their knowledge, and she will at the same time deal with the rules 
of safety in connection with these basic matters. 
(a) The home of the pupil 
(i) Different types of houses, rectangular and rondavel; 
materials used and where obtained (locally and elsewhere), 
e.g. wattle, clay, thatch, timber, brick, cement, roofing 
iron, etc. 
4. 
• 
• 
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(ii) Some of the things we have in our homes, e.g •• furniture~ 
utensils and clothing. 
(iii) Safety rules (correlate with Health Education): Pupils 
must know their names, surnames and addresses; avoidanceof 
dangers in the home, e.g. keeping things in their proper 
places; danger of polished floors; jamming fingers in 
doors; care in using knives and razor blades; cutting 
away from body; danger of running with open knife, nib or 
other sharp instrument; medicines to be kept out of reach; 
danger of drinking from medicine bottles; harmful habits 
at home and at school; throwing stones, shooting with 
catapults and peashooters; leaving bottles and peels lying 
around; nails or planks jutting out in exposed places; 
carelessness in climbing trees and over walls and fences. 
(b) The story and development of homes (brief treatment) 
Caves, rough shelters, tree-dwellings, tents, huts, modern 
• dwellings, etc. 
• 
(c) Homes of other creatures 
3. Water 
Holes (snakes), stones (scorpions, crabs and fish), nests (ants 
and birds), etc. Treat mainly those in the environment, 
proceeding from the simplest to the more complex, e.g. weaver 
bird's nest. 
(a) How obtained and stored in the home and environment. 
(b) 
4. Food 
Sources: rain (rivers, dams, tanks), springs, boreholes and 
wells; modern town water supplies; how Bushmen obtained and 
stored water. 
Safety rules with regard to cleanliness of source, storage and 
use; the boiling of unsafe water; danger of swimming in 
rivers or unfamiliar places. 
(a) Foods found in our homes, e.g. meat, eggs, milk, bread, porridge, 
fruit, vegetables, sugar. The "life histories" of some of these 
foods - how they are produced or grown, reaped and further 
treated e.g. at the mill, in factories, or in the home. 
Vegetables, fruit, etc., which are actually grown 
f!., '~:- '« 
of the pupils: their leaves, flowers, seeds, rootS'''-g·E·!·I-l·4·eral,;:~~;-:;;i.; 
appearance and the way they grow. ,.': ,;' 
5. 
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Collecting, sorting and pasting of wrappers and labels from 
c_o~tainers, on charts or in albums. 
"~":;: "-'~.' ... 
Healthy and unhealthy diet. (Correlate with Health Educationl 
(d) >"Safety rules in the kitchen; danger of tinned foods when tin is 
left open; danger of eating, tasting, sucking and drinking 
unknown things. 
5. Heat 
(a) The story of fire: lightni"ng, preserving live coals or fire, 
primitive ways of lighting fires, modern safety ma~ches. 
(b) What we use in our homes to get heat, e.g. wood, coal, paraffin, 
etc. 
(c) Safety rules in connection with fire. ~ever sleep with an open 
6. Light 
fire in the room; take care when lighting a paraffin stove; 
dangers of burning grass; playing wi th rr:?"~C"~s. Avoid hill tops 
and trees during lightning storms. 
(a) Kinds of light used in our homes: candles, paraffin or petrol 
lamps, electric light, etc. The necessity of having good ligh~ 
in our homes. 
(b) Safety measures that should be observed with the kinds of light 
used. Danger of electricity: danger of touching electric wires 
or connections, or of climbing poles. 
7. Living in the home 
(a) My people at home - the responsibility of each member of the 
family towards the others. 
(b) How I can help my father and mother at home. The pupils should 
actually tell what they have done to help their parents in their 
own homes. Stories of the manner in which boys and girls in our 
own and other countries and of earlier times help or have 
helped their parents. 
(c) Thrift, including proper care of our possessions. 
8. Creatures associated with our homes 
(a) Domestic animals and birds, e.g. dogs, cats, cows, fowls, ducks; 
how they help us. Stories of how some of them were domesticated. 
6. 
• 
• 
• 
3::,~',_(,i»):::fo{~:'~';c;eatu~e~ which· the· pupils acttiall~ find 
their homes- general observation and discussion. Differentiate 
between harmful creatures (e.g. mice, rats, snakes, snails, 
flies, cockroaches) and man's friends e.g. birds (swallow, wagtail, 
etc.), bees, earthworms; toads and chameleons (both of which feed 
on insect pests). 
(c) Kindness to animals and creatures: how we should love and care 
our domestic animals; humane methods of treatment. 
(d) Safety rules with regard to animal dips and insecticides. 
D. EVALUATION 
Maximum marks 50. 
Minimum pass mark 25 . 
7. 
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STANDARD 2 
ENVIRONMENT STUDY 
A. AIMS 
1. The pupil should realise that he is a member of a particular community 
and that he is bound by various ties to particular groups of people 
in that community, as they are represented, for example, in his home, 
his school, his church, his residential area and his tribe. These 
groups serve him directly or indirectly and he in turn owes them 
loyalty and co-operation. At a later stage larger loyalties can be 
developed . 
It is educationally sound that the pupil in the primary school should 
develop a knowledge and understanding of his environment on the basis 
of actual experience. At this stage the pupil's experience of life is 
determined largely by social and economic influences to which he is 
subjected within the community in which he lives and moves. The 
experience which he has within his community should serve as a basis for 
an understanding oi' any other experiences which he may have and which 
are not connected di,rectly wi th the life of his community. 
2. The pupil should accept, in an intelligent manner, the fact that the 
welfare and progress of his community depends on the contribution made 
towards it by each of its members. He should, therefore, know how his 
own people and others earn a living; he should realise the value of the 
work which they do for the community and he should be convinced that he 
must work, if he wishes to lead a useful and contented life. He should 
realise that the welfare of the individual depends on the welfare of 
the community. 
3. The knowledge which h2 gains should encourage him to take into 
consideration constantly the interests of other people. He must realise 
that his behaviour towards them will determine whether society will 
accept him as a dependable and useful person or not. He should be 
convinced that he cannot live and act as a detached individual in 
society, but that he is dependent on other people, and they in turn 
are dependent on him. The maintenance of good relations will' 'depend 
on his attitude, and the good habits of conduct that he has developed 
in association with people of his own group, as well as with the people 
of other sections of the population. '- i--
, -;: 
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.rthe'rDI,IOre~ he must realise that laws are necessary to the pec:>ple of 
';'_'-' '" ' " It.' , ", { 
_coaimun.i~y for harmonious., living together. Consequet:lt~y ,teaching 
lead the child to do naturally, and thereforewiii'ingly, what 
prescribed as correct, good and commendable':" 
:In' the various study themes the following points' should be borne in 
'. mind: 
(a) The pupils must be made aware of the majesty, beauty and order in 
God's creation, and their sense of wonder must be stimulated. 
(b) They must be led to a thankful and personal appreciation and 
acceptance of the gifts of God and the responsibilities of man 
towards these gifts. 
(c) Similarly, the pupils must be made aware of the wonderful things 
created by man, and a sense of responsibility with. regard to the 
preservation and further advancement of these must be developed. 
(d) The pupils must be helped through their critical observations and 
thought to classify their world, to express themselves in 
language and to think purposefully. 
(e) They must develop such skills as speech, reading, writing and 
drawing so that they are able through these to come close to 
reality and acquire and exercise an intelligent control over their 
world. 
(f) Respect and tolerance for others must be aroused. Pupils must be 
taught to respect their own property and that of others, and 
to extend that respect to animals and plants. 
(g) The pupils must be led to a high ethical standard by practising 
co-operation, courtesy, personal neatness, helpfulness, 
consideration, faithfulness, steadfastness and responsibility. 
(h) Good working and study habits must be acquired and cultivated. 
B. INTRODUCTION 
1. Scope of the subject 
In Standards 1 and 2 Environment Study incorporates in one SUbject the 
content of an initial, elementary study of the subjects Geography, 
History and Nature Study. Because it is informal and is firmly based 
on the principles of proceeding from the known to the unknown, it forms 
the best introduction to the formal study of these. SUbjects. 
2. 
. .. ~ . 
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~. ~i,.~ "th~s . rea~on no. attempt' is made in this syllabus to differentiate 
the subject:"matter according to these formal subjects and to classify 
it a~ such, but the teacher should bear in mind that one of the chief 
aims is tolay the foundation for the more formal study of these 
subjects in later standards. For instance changes in the weather are 
observed, recorded, discussed and later classified carefully. This 
gradually leads to an understanding of the abstract idea of weather 
and eventually to that of climate. 
The stages of observing, systematising or classifying should be quietly 
but consistently followed by the teacher, who must bear in mind 
constantly that she is gradually leading her pupils to develop their 
powers of thinking, reasoning and expression as well as of observation 
and appreciation. 
Later this natural mental tendency to classify and systematise will 
induce pupils to become aware of, and to appreciate cause and effect, 
and it will train them to reason. 
The scope and content of Environment Study is determined by the point 
of view that it is the young pupil who must learn to know and understand 
his environment in its widest sense. The scope of his study is 
therefore his social, enconomic, natural and physical environment, since 
these aspects make up the "world" in which he lives and moves. 
2. General method 
(a) Because the teacher should make use of the current interests of the 
pupils and the special resources of the locality, it will 
necessarily follow that the type of work done will vary from school 
to school. 
(b) While the general scope of the work and the kinds of activities 
which should be common to all schools have been laid down, teachers 
are expected to pay more attention to those topics which are 
closely connected with the pupils' particular environment. 
(c) The subject should be marked by activity on the part of the pupils. 
Whenever possible they should be encouraged to find out things for 
themselves, to go and see how things are done or made, and where 
things are found, and to make collections of samples and illustra= 
tions for class museums and personal albums. 
(d) . Much of the work suggested can be done during lessons in other 
subj ects, e. g. during lessons in oral work in the languages,' .. :, ". 
handwork, Health Education, gardening, etc. The possibilityoi .: 
such correlation should be kept in mind constantly by. the 
in the lower primary school. Attention is 
the safety rules that appear in the Health Education 
3. 
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J.~"l~,he~p,upH;' has al;<een des i,re to knoy/how ~d ,why:, things 
• I.: . "T'/ _, ~ ." • • <, ',".'-_. . r.', , 
<C'h'iilipe,ri ~:,(~,he wise teacher will encourage her pupils to ask 
use many of these questions to indicate inter= 
': estirigactivities. Some of these questions will suggest simple 
'. ,"; experiments and demonstrations which can be conducted in the 
'classroom or on the school grounds. 
(f) Teachers in single-teacher schools and those responsible for 
grouped classes should note the slight modifications of the syllabus 
which are contained in footnotes at the end of the Standard 2 
syllabus. 
3. Time and period allotment 
Four periods of 30 minutes each per week are allocated to Environment 
Study in Standard 1. 
C. CONTENT 
. . ,~ . 
'il}l~i:iE~}\~;' 
1. The environment of the pupil 
: , 
This study should not go beyond that of ~he district and should be 
adapted to the pupils' environment. The ~erm "district" should not 
necessarily be interpreted merely as the mag£s~erial area but as the 
environment of a town, which is served by the town and which serve 
the town. 
(a) Employment Tvpes of work in the environment 
The different types of work done by the people in the area 
surrounding the school, the places where they work, and the 
contributions they make to the happiness and progress of the 
community. 
Select any SIX of the following: 
(i) The chief and his councillors. 
(ii ) The farmer. 
(iii) The minister of religion. 
(iv) The shopkeeper. 
(v) The builder. 
(vi) The teacher. 
4 . 
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(vii) Officers of the South African Development Trust. 
(ix) The doctor. 
(x) The nurse. 
(xi) The housewife. 
(xii) The railway worker. 
(xiii) The post-office worker. 
(xiv) The factory worker. 
(xv) The mine worker. 
(xvi) The trafic of ricer . 
(b) Transport and communications 
(i) How the pupil, whether urban or rural, can move about 
easily in his area; urban transport services. 
(ii) Road safety: the pupil should distinguish between left and 
right; know the safest way to school and back; walk on 
the pavement or on the right side of the road (but giving 
way to traffic) if there is no pavement and understand the 
reason; dangers of playing in the street; danger points in 
roads in daily use; pedestrian crossings; traffic lights; 
traffic officers, scholar patrols and policemen, and how 
to ask for their help where necessary; the danger of railway 
and main road crossings; the necessary hand signals; rules 
governing the correct use of a bicyle or tricycle; dangers 
of livestock on the road. (Deal with aspects applicable 
to the pupil's environment). 
(iii) How the pupil can travel in the district; railways and 
road motor services; other means of travel. 
(iv) How goods are sent to and from our town. A visit to a 
station or bus halt and observation of the various activities 
there, the loading and u~loading of goods and luggage, 
buying tickets, arriving and departing. 
5. 
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.Safety rules: Dangers of walking on railway lines; hanging 
out,of' carriage windows and over balconies; leaning against 
carriage or balcony doors; carelessness on the station 
platform and in the train. 
(c) Introduction to maps 
Simple model of imaginary school or home. (Use boxes or clay 
models for buildings, string for fence, etc.); map drawn on black= 
board placed on the ground beside the model; smaller maps of the 
same model drawn on slates or in books. Plan or map of classroom. 
Map of the school and its immediate surroundings, showing roads or 
streets and neighbouring buildings. Simple map-drawing practice by 
pupils. Map, later, of the district. Use atlas colours for 
rivers, dams, hills, etc. 
(d) Climate 
Normal local weather conditions, rainy periods, the seasons 
(scientific explanation not required), direction (north, south, 
east, west), observation of clouds, mist,rain, frost, dew and 
winds. Length of day and night. Observation of the movement of 
the sun and changes in the length of shadows. 
(e) Links with the places 
Stories about two outstanding local Black personalities of the 
past; national holidays and celebrations, customs, legends and 
folklore, e.g. "The Lightni'ng Bird", interesting place names (their 
origin in history and their meaning). 
(f) Links with other places 
(i) Where our roads and railways lead to. 
(ii) Where the rivers in our district begin and end. 
(iii) Neighbouring towns and our links with them. For rural pupils 
special attention must be given to the place which is their 
nearest business centre. 
(g) Flora and Fauna (plant and animal life) of our district 
General observational work, collections, etc., should be continued. 
The scope of the interests and activities should now cover a wider 
field. 
6. 
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(i) Animals (other than domestic) found in the district, e.g. 
hares, meercats, monkeys, baboons, rock rabbits, jackals; 
where and how they live; why some are our enemies and 
some our friends; why some are protected by law; wild 
animals which have been exterminated in our district. 
(ii ) Birds in our district: where and how they live; those 
which are only visitors to our district; where they go 
when they leave us; why some birds are our enemies and 
some our friends; birds protected by law. 
(iii) Kindness to animals: the work of the Society for the 
Prevention of Cruelty to Animals (S.P.C.A.). The laws 
prohibiting the collectin of birds' eggs and the catching 
of birds. 
(iv) Seeds (mealies, beans, peas) and bulbs should be planted to 
enable pupils to observe what happens during the process 
of germination and during the subsequent growth of the 
plant. (A detailed study of germination is not required). 
(v) Plants which are typical of the veld of our district: the 
names and recognition of a few of the best known plants 
such as aloes, euphorbia, thorn trees, khaki-bos, burrweed, 
thistle, grasses, etc. 
(vi) Safety rules: poisonous wild fruits and plants. 
(h) The district as part of the province 
Very brief treatment of the position of the district in relation to 
the province. 
Recognition of signs on a simple map of our province: towns, 
rivers, railways, mountains and boundaries. 
Point out such important mountains, towns and rive~s as the pupils 
may have heard of. 
The study of the province will be undertaken in Standard 3. 
D. EVALUATION 
Maximum marks 50. 
Minimum pass mark 25. 
7. 
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APPENDIX 4.C 
FIRST TERM SUB A 
AIMS: The purpose of Environment Study as a branch of school activity is to 
have the child in so far as age and stage of development allow, a clearer idea 
of: 
himself as an individual, as a person with needs and desires, with a life 
to live happily and efficiently. 
himself as a member of various groups with which he is associated, his 
home, his school, his church, his town or village, his country each serving 
him and each having some claim to his loyalty and co-operation. 
how his own and other people earn a living of the value which the work 
they do has for the commjnity, and of the need for man to work if he is to 
lead a useful, contented life 
the locality in which he and his friends live, in which his home, his 
school, his church and other places to which he may be sent are situated 
other forms of life which makes his world, namely the pets in his home, 
the plants in his garden and in the veld, the trees in the neighbourhood, the 
animals which supply him with food and clothing, the insects r the birds, the 
reptiles which he encounters of what these mean to him and of his 
responsibility towards them 
the direct bearing on his health; interests and activities of such 
geographical factors as the climatic conditions, the nature of the country in 
which he lives, the mineral and agricultural resources of his environment and 
the seasonal changes experienced year by year 
INCIDENTAL: DAILY NEWS AND CURRENT AFFAIRS 
Things brought to school by the children, e.g. shells & insects 
The proper care of clothing, books, pencils, water, electricity etc. 
Care of the classroom and school grounds 
SCHOOL: CLASSROOM AND ITS SITE 
Adjustments to own classroom 
Adjustments to other classrooms 
Adjustments to Principals office and staff room 
Adjustments to janitors quarters 
Sportsfield and playground 
School entrances and exits 
PERSONAL RELATIONSHIPS 
Family: Making the child aware of himself as a member of a family 
Parents: 
Children: 
Relatives: 
Father, head of the house, breadwinner 
Mother, Love and care 
Sisters and brothers, duties to one another, joy and 
companionship 
Living in the same house 
Discuss various occupations of parents 
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PUPILS HOME AND LOCALITY 
Know your home address and telephone no. 
Neighbours 
Friends and other families 
Respect, helpful, friend 
NATURAL PHENOMENA 
The Seasonal changes and man's adaptation to these changes. 
SOCIAL RESPONSES 
Please, thank you, no thank you 
Greetings: goodnight, good evening, good morning, goodbye 
Pupils should be encouraged to keep a pet 
Explain why proper care should be taken of it 
SECOND TERM 
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! DAILY NEWS AND COMPILATION OF NEWS SHEET 
~iscussion of objects brought to school by pupils e.g. shells, feathers, 
~teresting books, toys etc 
~rthdays 
THE SCHOOL 
It's site 
Other Classrooms in the school 
Tr.e Principals office 
PERSONAL RELATIONSHIPS 
EXplanation of the special function of the Principal, teachers and janitor. 
Living happily together at work and at play 
Observing school rules 
Introduction to good citizenship 
Flag recognition and composition of National flag 
ROOMS IN THE HOME 
Different kinds of rooms furniture and care of it 
Flower plants and other forms of indoor decoration 
N~TURAL PHENOMENA 
THE SUN 
Rises in the East. Sets in the West beautiful colours at sunrise and 
s~nset 
Sun gives light and warmth. Day and night. 
Dangers of excessive exposure to sun 
Help in plant growth 
NATIONAL FESTIVALS 
Public holidays as they occur 
Visitors to the School Could be any of the following: 
Policeman 
Fireman 
Postman 
Doctor 
Dentist 
Traffic Officer· 
Who causes it 134 
How to prevent it 
111 ega 1 dumpi ng 
Pupils could undertake to clean a small area of litter in the vicinity. 
" 
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THIRD TERM 
DAILY NEWS 
Compilation of News Sheets 
Things brought to school by children, e.g. shells, pips, etc. 
Birthdays 
Fundraising in aid of observing courses 
Class and school bazaars and other functions 
Proper care of clothing, books, pencils, water, electricity, etc. 
CLASSROOM, SCHOOL AND ITS SITE 
PERSONAL RELATIONSHIPS 
The special function of the Principal 
Teachers, janitor and secretary 
Obedience to teachers 
Observing School rules 
Respect for own property, for that of friends and that of the school 
Courtesy, helpfulness and friendliness towards playmates, teachers and 
janitors 
PLANT LIFE AND THE SCHOOL PLAYGROUND 
Care of and respect for lawns, flowers, shrubs, trees and fishponds 
Learning of names of a few well known flowers, trees and shrubs 
THE PUPILS LOCALITY AND HIS HOME 
The Home 
Childs contribution to tidiness and orderliness in the home, e.g. dusting, use 
of dustbin, etc. 
Combating flies and mosquitoes. Neatness in the garden and yard 
Amenities: Lights, water, cooking facilities, sanitation 
Meals: Table manners 
life history of Milk and Bread 
Local Development 
New developments with regard to building of roads/factories, new houses and 
shops under construction 
FOURTH TERM 136. 
DAILY NEWS 
Things brought to school by children e.g. shells, flowers, insects 
SAFETY FIRST RULES 
Walking and running 
Dangerous games 
Throwing stones 
Fighting 
Climbing trees and poles 
ROAD SAFETY 
The scholar patrol 
Preventing accidents on the road - story 
Road courtesy towards other~ on the road 
Road sighns 
PUPILS LOCALITY AND HIS HOM~ 
Respect for one's own garde~ 
Learning names of well know~ flowers 
Helping towards attractiven~ss of the garden 
FESTIVALS CELEBRATED BY FAM:LY 
Birthdays 
Religious holidays 
Public holidays 
CARING FOR LIVING THINGS 
Tending to pot plants 
Window boxes 
NATURAL PHENOMENA 
The Wind 
Direction as observed during varlOUS seasons e.g. bent trees, weather 
Cock et. 
PUB L I C M'l E NIT I E S 
Parks, swimming pools, public telephones, post office, Police Station 
Railway Stations, Hospitals, Chemists, Garages etc 
: 
~iscuss the services they render to us 
FIRST TERM ..sUB B APPENDIX 4 
a. To make a pupil aware of the splendour, beauty and order of God's 
creation. 
b. To arouse in the pupil an interest in and a love of the subject, 
and to awaken in him a desire to know more about his own locality, 
his country, nature as a whole and about people. 
c. To preserve and to stimulate the pupils own natural curiosity and 
vlonder. 
d. To guide the pupil to discover interesting facts by his own efforts 
and to teach him to persue the follovlinu steps in his investi<jatinn, 
observe, discuss, make notes and draw conclusions. 
1. THE CLASSROOM, THE SCHOOL AND ITS SITE 
a. THE GlJILOfNG 
ildjustment to ovm classroom, other classrooms, cloakrooflis, adlllinistr3.ti'le 
offices of the principal and the secretary, hall, library, art-roem, 
kitchen, caretaker's quarters bicycle sheds, sportsfields and playground. 
b. PERSONAL RELATIONSHIPS 
Explanution of the special functions of the: pr"incip.ll, tOi1chers, secret,ell} 
and caretaker. Living happily together - work and play, obedience to 
teachers, observing school rules. Respect for own property, for that 
of friends and the school. Helpfulness, courtesy and friendliness towards 
playmates, teacher's and caretaker. 
c. SAFETY FIRST RULES 
At School: Safety first in the playground, with particular attention to 
school rules: walking and running. Dangerous games and places. Throwi~g 
stones and other objects. Quarreling of fighting on the playground. 
with particular attention on the way home. Riding bicycles on the play-
ground. The danger of climbing trees, poles and buildings. 
d. ROAD SAFETY 
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The scholar patrol: Preventing accidents on the road. Simple instruction, 
through the medium of stories, with regard to road safety and courtesy towards 
others on the road. Road signs, wearing safety belts. 
e. PLANT LIFE AND THE SCHOOL PLAYGROUND 
Care and respect for lawns, flowers, trees and shrubs. 
f. INTRODUCTION TO SCHOOL PRIDE 
Colours, uniform, badge, motto, song, pride, loyality. 
.Jl:.vVIlU 11:.1'1'1 
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ENVIRONMENT STUDY. 
A INCIDENTAL. 
1. Thingsbrought ot school by pupils - noted in daily news. 
2. Proper care of clothing - special reference to school uniforms. 
3. Class and school bazaar - cake sales 
4. Birthdays of pupils - recorded on chart 
5. Fund raising in aid of deserving causes. 
6 . 0 i s c u s s ion on collections by pupil s . 
7. Schools Sports day at Tills Crescent. 
8. Proper care of library books. 
G THE SCHOOL 
1. Safety rules at school. 
2. Fighting and quarrelling on playgrounds. 
3. Care and respect for school grounds and gardens. 
4. Pride in school colours and banner. 
5. Dangers of throwing stones and balls. 
6. Behaviour in school entrances and exits. 
7. Description of playground - tarmac, grass, trees. 
8. Road safet.y - Scholar patrols prevent accidents. 
9. Recognition of Republican flLlg. 
10. Recognition of road signs to and from schools - pedestrians and motorists. 
C THE F.i\t·lILY - PUPIL'S LOCALITY (ENVIRONr~ENT) 
1. Domestic staff - good relations - courtesy and justice. 
2. Respect helpers who call at home. 
3. Well known shops and businesses in the vacinity. 
4. Living rooms - furniture and care. 
5. Childs contribution to tidiness and orderliness at home. 
6. Safety at home - matches, electrical appliances. 
7. Indoor decorations - potted plants and others. 
8. Combating flies and mosquitoes. 
9. Amenities at home - telephone, electricity, radio 
D NATURAL PHENOMENA - NATURE BOOK 
1. Wha tis ra in? 
2. Pl ant 1 ife in school grounds. 
3. Recongnition of current seasons. 
4. Learn names and shapes of well known flowers. 
5. The ga rden - do not destroy flowers. 
6. Care and prote~tion of wil d 1 ife. 
.' . • . , 
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7. Thunderstonns - drizzling, mist. 
8. Length of day and night, temperature. 
9. Attention drawn to Winter nights - early setting of sun. 
E THEME: Winter 
THIRD TERM 140 
ENVIRONMENT STUDY 
A INCIDENTAL 
1. Road safety rule in the street. 
2. Thrift: do not be wasteful. 
3. Do not be rowdy in the street. 
4. Note things brought by children - shells, plants. etc. 
5. Grandpa's Sixth birthday. 
6. Farm animals - discussion. 
7. School function - music festivals, concerts, eisteddfod. 
8. Courtesy - manners maketh man. 
B THE SCHOOL 
1. Care of pencils, donot bite or break. 
2. School rules and road safety. 
3. Wild running on playground forbidden - limited space. 
4. Learn nJlTIes and characteristics of \'lell-knoI'Jn shrubs on the '.p'olmri<;. 
5. HOI'i we should address the jJn~tors. 
6. Helpfulness to school mates~ 
7. Dangers of climbing telephone poles in and around school. 
8. Kindness towards janitors. 
!! PUPILS LOCALITY 
1. Helpers who call at home - refuse remover, vegetable vendcur. 
2. Safety first in the home.- the medicine chest. 
3. Keeping the garden neat and trim. 
4. Cooking utensils - facilities in the home. 
5. Kindness and respect to neighbours. 
6. Manners at table - grace before meals 
7. Life history of bread and milk. 
8. The story of good sportmanship. 
9. Dangers of climbing roofs. 
o NATURE 
. 
1. Careful not to damage parks and gardens. 
2. Types of rainfall. 
3. Time - shadows made by the sun. 
4. The force and strength of wind. 
5. The frost and the dew. 
6. Trees in winter.- describe them. 
7. The garden snail. 
8. The story of the butterfly. 
9. Discuss the various shapes and shells. 
10. The story of the silkworm. 
( THEME: Spring 
FOURTH TERM 
ENVIRONMENT STUDY 
A INCIDENTAL 
1. Pt'oper ca re of clothes - school uniforms. 
2. Keeping tadpoles in glass jars. 
3. Discuss any objects by pupils brought 
4. The story of pearls (oyster shells). 
5. A discussion on our kitchen. 
6. Discussion on the street pupils live 
7 • The convenience of the telephone. 
8. Parking the car in the garage. 
G THE SCHOOL 
1. The National Anthem - respect. 
2. Loyalty to school colours. 
to class. 
on. 
3. Take pride in neatness of school uniforms. 
4. Respect for shrubs and plants on school grounds. 
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5. 00 our best to keep public places clean - buses especiully. 
6. Road courtesy to others on the way to school. 
C PIJCU C LOCALITY 
i. Il(~lf.Jin~1 at hUllle. 
2. Dangers of accepting lifts from strangers. 
3. Celebrating religious holidays. 
4. Life history of Jam and Gutter. 
5. Dangers of drinking strange liquids. 
6. Lighting in our homes - electricity, lamps, candles. 
7. Kindness and justice meeted out to servants. 
8. Visiting our new neighbours. 
D NATURE 
1. The current season. 
2. Keeping records of the weather. 
3. Dispersal of seeds. 
4. The common ant in autumn. 
5. The rock pool - Umhlanga Rocks. 
6. Root vegetables. 
7. The story of sharks. 
8. Draw attention to beautiful sunset - over hills or horizon. 
9. Festivals celebrated by family. 
E THEME: SUMMER 
. . 
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Observe this Se8.801-:. Discussions '.'.'e['~tlLCr conditions. 
Incidental ~·iork. 
Visitors to the 
nurse, :K·:.::.~ents, 
D.s.ily nel'.'s and Cl)2Tent ai'f2.irs. 
. ., 
3C,100.1-. 
tr2~~':ic 
Ins~ectoE~, IDs~ectresses, 
oft"'ic el-'~j l-;':~ c. 
school 
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S~l2~2.:· - e:2e 
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c) 
"" -.- -- ,-.. 
..:.... __ ...J '....; 
~ , , , ,', ,- -- ,-"-"-'r 
,~." ..... ,::., 
-. -..- t.l ' 
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8. CleaD~iness: 
a-r=c'1'e=ti'f'fiS1ess In t~le hOLe - Do not scribble en the nalls. 
b) Cle2 ..nliness of ntel'l3ils u.sed for eating 2210 preparing 
food. 
c) Washing of fruit 2:.na veGetables before eating. 
d) Combating of G~D£erous insects in the ho~e, e. c . fleas, 
mosquitoes, coehroaehes, flies etc. 
e) Cleanliness in the classroom. 
f) Cleenliness on the scnoolplayground. 
g) Cleanliness in our towns and cities • 
~1 10) ,,,n 1+- II.d 11\) 
-l. t'l·j 
~ 
0 a' ~~I 0 0 0 0' 1\1 ~U I-I. ,-, (JII II) (j) ~ 2, 0 0' 1\) l:J 0, 0 0' ~ 0 tJ ' ) '--' '--' ([) ~ p~ '--/ '_J '--- 0 '",-/ '._/ """./ ..... -/ ...... ~,., ....... -' '-" .......... ~ '---" '--" '--" 0' 0 c-r Il) d- ro ~ bJ I'd oro CD CD I-I) tj :J (I: rh \'-1 UJ U) Cl l j 11/ n 1:1 o :.0 1.1• U) IJ ~ f-3 CD I_I, Ii I-J •• I'~ k' 0 Pi n () () II) Ul Ij I' \ )' .: ([) til I)' , .' p, Is ~ r J III ,J I'~ 0 ([) 0 0 o j (l) UI c .. :: : )' : "'> I Ij 0 I I. \II ([) (fl 0 CD p, ([) . ~ OJ lej r~ H) I-I) t:J (1·1 p, CD Pt 1'1 0 CJ (I) () ~,t en (fl. I~ Ii CD (fl ([) (IJ cI ., 0 0 cl' IJ I" m Ie) 0 d· 0 CD Id Ii \-.J :r: ([) ro I') (/) <:,., (j) I-I. \J I' pl, f!) I J I j :j (f) (Il 0 (Il ~ ct (J) .. , I-J. (l) ~ d- (fl [\) d· ct- ., cl (l) I-I IJ. m 0 Ul n (fl IU I:i' 1.:1 0 j:j 1-1, Ii H) \\i ',::: ~, .. I ,~ 1_.1 (l) \.,. C~J ([) :1 r-)~ d- 'd 1..1· 1-1, § ., r' ~ (D Ii til ~ 0 (IJ c\ ,l 0 I' U (II) (Ii 0 /-I j 0 0 8 \--l til J (fl ;J II) d· I" n m :0) (ll 0, I·]. 0 0 p~ (fl til N (\) (fl (R) ~-::! (Jl II, (11 en (ll Ie) I j 1_·) I-J. p, (fl ([) {Ji 0 0 I_I PJ !\: lj I_I p, d· 0 CD 0 0 ~J 0 f-j '.' I' I·'· .,' (J) CD Ij ~.u LJ. d' ~ {J) ,J J ,.) ,J f-b H) til 0 ~ 0 11 d· 0, r2J 0, f2, ~ (fl 0 ([) tj ro (D \_-1 0 c"~1 ~.:: 1--' I\i tj 1--' 0 ct 10 IcJ \D I-~ 0 () c\. n, d' \D CD f-b CD p~ tj p' CD c+ m I_I PJ 1-1· " (lJ I, (Il (n 0 '..3 0 ,-, CD d- 1-" (\1 (I) C\. (I) CO • (fl 1-1) I')' t1 tn til lj PJ P (Il (I) 1-'· 0 d- O CD (D OIl Id , I (D :.y' d- I=i p, (D (D 1 .. 1 (n 0 0 m CD p, I~ :-.)' (D loJ, ~ 1--' ~ \) IJ 1'1) I-I) I ~ 1-'· 0 CD m Ot} I'~' p) c.~ .: (J) (Jl tiJ c' :j 0 I ~I' ,-'. H) (ll Oil 0 'd 0 Hj F ~ t::J ,:+ 1\1 I) 1_·' " r,) I~' (Il 
m. 
:1 (Jl , ' h ~ 0 (Jl I-J 0 II) 1(3 'd 0' (Jl 1\) c+ r: UJ I" r-~j I··J cf· (D !-I' m d- IJ' ,-.) (II 1_.1 1-" 0 1_.1 I j 0 ,j:>. (fl m p, I) eJl (jJ ,-, ~~: tj w I J •. j ~~~ 0 (\1 ([J {fl m .. ~ .. (0 1·.1· () 0 0 p, (D d-
'" fA Ii ~ ') ~ :~ 
, ... 
0 eI- ,.> P' <D 13 0 CD IJ oq (j) ,::) d· (1) 0 III Ul I-I. nJ P] {ll 1-' c+ 1-·' j-.I d· rS ,.1 0 \.,. , ~ t-'1 CD ", 0 I'~ I' m Ii ' J 0 <D (F! Ul UJ 1_-' I_I (Il 0 t·j p, [(I 0 0 0 Ij eI- II) e' ~ 0 I_I. 1-" ,.1 OJ 8 .'''' ~, 0 1\) p, !-I' I:! l(j el-m tel (") !-I' 8 el- f) 0 0 ~ 0 'j 0 I=i 1:-1 \11 0) ro 0 (j) c+ t-:~ 
r::l k: r' ('}I ., (D 0 til (D 
"-" c' ~ )) -, r' .~ OJ (11 CD (f) ( I· <1 
.CI- \.,. 0 I I. () 0 I :.~ 
rn 
. '
144 
1. Observe tl:is sec.sor: - discussiol'.s - '.'/cc:,.-t;her ccr:ditions. 
2. Flora: 
aj 1.2..r.es o~ ~T2_:t·io:..~s t:~0CS of trc:e:~; 
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e~~~. ?u.clic pC~-.~-=S, 1.)lO:,:--~·:'01..11111C: ~l.~_:';lic tele~!~:c~2S. 
J.\. fost Oi'fice. 
J. .. Police Ste.tion. 
A .he.il"vay Station. 
A Grocery Stol'e. 
A Dutchery Shop. 
A Fire Bric~de Station. 
A Supermarket. 
\ H '" -'- 1 1_ OSPlt.,o.. 
A Checist. 
A Cafe ~ Tea ~OOE. 
',' 
A Eioscope or Ciner::.a. 
A D~iry. 
. . 
1~ Hotel 
" . 
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1 • Observe this season - discussions weathE.r conditions. 
2. The Weather: 
a) Observation of d8.ily 2...."'1d seasoJ'cd chru:.cc:::;. 
b) ITan:C3 of tho GC'ys end ;,'or:.th:.:; - TY:.:;e of co.l,c:r:der and W02.·-
ther chart. 
3. Conservo.tion: 
tT'l.l1e -v.'cllder ~'nc1 -lJC2:.Llt~~ o-f I:..[:t1.1.rc lr~ Oltr lo.n(~. 
b) Eor:e G:::.:.rdell:..i. 
c) 1?2..rl-:s. 
pI 
- ) 
.: \ 
...... / 
?lc:.J.~ts 
<..:.-.. -, r_. 
>-." _c~J. '-- '-' 
o ~' 9 •• .., I • ',". ~"':"'c.-
d) 7t112t dissolves? ri!:2.~; ewes not oissolve? 
T) Condensation. 
- I 
g) Syhoning. 
5. CBI"8 of t?le Trose. 
6. Flli'10 Raisinc in [Lid of c1e~~;eC'vin[; causes. 
7. 01.U' I;-a:tional HeritC'~cc: 
. ['~) lTo:tional SYf1Jol~;, !'olic18Y::-: ~.nc1 fcstivcl.l~; e .c. Independence 
D 1"'. /" 0 .L - ,"" -:1 • 1 . . D C""'- .,., I D.:T,':::o cvooer, \..Tooa .1!Tlcn.y, .hsccnClon c:"y, nrlGLJIQ.S e)C:Y 
... . 
etc. 
", 
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APPENDIX 4.D 
, .. 
Integrating Mathematics and other subje~ts 
Pupils must not get the impression that Mathematics is a 
separate/isolated subject. Problems, work cards, 
activities and assignments should demonstrate the use 
and application of mathematics even at this early stage. 
The following topics in the syllabus for Environment 
study could possibly be integrated wjth Mathematics: 
• thrift 
- examples for activities and work cards 
• fund-raising 
- activities, assignments, and work cards 
• shortest route to school 
- assignments such as determining the shortest route 
to the tuck shop 
- by how much is one route shorter than another 
• building materials in the home 
- realistic counting activities, e.g. how many window 
panes in a specific room 
- measuring exercises, e.g. measuring the length of 
the class room 
• emergency planning 
- measuring exercises e.g. determining the shcz;t-c:st 
route for the evacuation of the class room 
- measuring of time e.g. determining ti.e qui.ekes;.' 
route for the evacuation of the class rool •• 
• facilities in the community 
shops, mainly for realistic word probl~ms 
- post: office, for realistic word problems 
- bank, for realistic word problems 
- rail~ay station for realistic word problems 
regarding time, reading of railway timetables} etc. 
• agricultural products in the district 
- for.realistic word problems 
• the weather 
- completing tabl~s of the weather in a specific 
week/month 
I. 
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Variation in presentations 
Pupil activities, mat work and assignments are important 
facets of the teaching of Junior Primary Mathematic$. 
The active participation, involvement and inte~est of 
all pupils is essential to create an effective learning 
atmosphere. Teachers must guard against activities which 
become stereotyped and should try to. create an effective 
study atmosphere. The teacher must supply a wide range 
of activities and vary them when groups either work on 
the mat or continue with other assignments. 
Variation of presentation will be enhanced by 
integration of other subjects with the mathematics 
curriculum. 
Methods to vary mat work include the following: 
• word problems on specific themes that are dealt with 
in other subjects 
• assignments fo~ individual pupils or groups of two or 
more pupils 
• differentiating the problems given to any group 
• allowing pupils to explain the methods of computation, 
and explaining how other pupils did a computation 
(mainly with explanations on computational methods) 
• working in groups to solve problems 
Methods to vary other group work include: 
• completing sum cards 
• executing assignments of measurement 
• maths games and competitions 
· utilising the pocket calculator to check answers in 
games,. competitions, etc. 
· pupils working alone or in groups 
• project work . 
• utilising the casette tape recorder and distribution 
bqx for exercises with groups 
. 
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MONDAY 
- 7.45 Assembly 
- 7.55 Assembly 
- 8.10· Oral 
- 8.25 Phonics 
- 9.10 Maths 
- 9.25 Health 
- 9.45 Writing 
- 10.00 Reading 
10.30 13 
- 11.05 Reading 
- . 11.20 Env. Study 
- 11.50 Music 
- 12.05 News 
- 12.15 Story 
- 12.20 Tidy up 
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12.10 Health 
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g)-ill.. E ~ A PKJ ~ B TIM:TJlBLE 
PERHDS 1 2 3 4 5 6 7 8 9 10 II 12 13 14 
TIME 91 a> 913) 9h 10 ~3) ~50 Hll 10 Hll a> l<tl 40 Ilh 00 Ilh a> 1211 00 1211 a> 1211 40 131 00 
913) ~1O ~3) ~50 1<t1 10 1<t1 a> l<tl 40 llh 00 Ilh 20 1211 00 1211 20 1211 40 131 00 131 a> 
rmATIrn 10 40 20 20 20 10 20 20 20 40 20 20 20 20 
KID\Y Eng. Env. Xhosa Engl ish Xhosa Writing Drawing M.Jsic M.Jsic 
Oral Study Rec. Re<:. Reading 
If) z 
:::: 
ll£S[}I\Y I- Env. Drawing Xhosa English Physical Xhosa Xhosa Writing Writing 0 z 
>- 0 Study Reading Oral Training Reading Spelling w ...... 
0 ~ .-J 
U ;; :::> 
~Y 0 0 Eng. Env. ::.::: English English Writing 0::: Xhosa Env. English Eng 1 ish 
.. 
z w c( w 
c( Oral Study w Rec. Reading I- Spelling Study Oral Oral U) 0::: Z 
U a:l ...... 
U) ...... 
.-J :::> ~ 0 
lH.J&V\Y a:l ...... :E Env . Xhosa I- Xhosa English Drawing Xhosa Drawing Clay Drawing :E <.!J w 0::: W ...... I Study Reading 0 Reading Oral Oral rvtxIel U) 
.-J l- I U) W c( U) 
c( 0::: :E 
FRIMY Xhosa Env. English English Xhosa Eng 1 ish Eng 1 ish Writing Writing 
Oral Study Oral Rec. Spelling Oral Rec. 
N 
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SCHOOL E 
From: 
TIME To: 
KID\Y 
1lED\Y 
~Y 
lHRUY 
fRIMY 
STD 1 AND STD 2 TIMETABLE 
7.40 8.00 8.30 
8.00 8.30 9.00 
Maths Maths 
R.E. Maths. 
Maths Eng. 
Gram. ' 
r41ths Env. 
Study 
R.E. Maths 
9.00 9.30 10.00 
9.30 10.00 10.30 
Eng. Xhosa Env. 
Read. Oral Study 
Eng. Eng. Writing 
Rec. 
Xhosa Maths Xhosa 
Gram. Read. 
Env. Eng. Xhosa 
Study Gram. Carp. 
Eng. ' Xhosa Xhosa 
Carp. Gram. Rec. 
10.30 11.00 II .30 12.00 12.30 1.00 1.30 
11.00 11 .30 12.00 12.30 1.00 1.30 2.00 
Eng. Maths Xhosi1:. Writing . Draw~Dg Xhosa 
Oral Read. 
Writing Env. Ehv. Xhosa Eng. Xhosa 
Study Study Read. Oral 
R.E. R.E. Writing Drawing Env. Writing 
Study 
Xhosa Writing Eng. Xhosa R.E. Drawing 
Read. Read. Gram. 
F::ng. Env. R.E. Xhosa Drawing Writing 
Oral Study Carp. 
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APPENJIX 4.G 
~SER SE ImSTER 
TOO-ER I 5 ffiJE-TJlBlE 
~F:STD1PIDSTD2 
Per i ode Maandag Dinsdag Woensdag 
Period f'klnday Tuesday Wednesday 
7.50 - 8J)() ASSOOL Y AND DEVOTIONS 
8.00 - 8.30 M4TI-!S M4TI-!S M4TI-!S 
8.30 - 9.00 AFR.LEES AFRIK. ENG. 
rvDND. READING 
OPSTEL 
9.00 - 9.30 PHYS.ED. AFR. XHJSA 
SKRYF READ. 
OPSTEL 
9.30 - 9.35 SHJRT BREAK 
9.35 - 10.05 M4TI-!S ENG. M4TI-!S 
READ. 
10.05 - 10.35 XHJSA AFR.MJND. ENG. 
ORAL ORAL. 
CCJV1P LANG'l.UGE 
10.35 - 11.05 XHJSA AFR.RES. ENG. 
WRITTEN WRITTEN 
LANG. LANG. 
11.05 - 11.10 LUNCH LUNCH 
11.10 - 11.35 LONG BREAK 
11.35 - 12.05 R.E. R.E. R.E. 
12.05 - 12.35 XHJSA HEALTH TRANSCRIP. 
REC. ED. 
12.35 - 1.05 ART & G'l.RDENING MUSIC 
CRAFTS 
1.05 - 1.35 ARTS & Gl\RDENING MJSIC 
CRAFTS 
Oonderdag Vrydag 
Thursday Friday 
M4TI-!S M4TI-!S 
ENG. PHYSICAL 
ORAL EDUCATION 
C(J<P 
ENG. PHYSICAL 
WRITTEN EDUCATION 
CCW. 
XHJSA XHJSA 
READ. WRITTEN 
LANGUAGES 
AFR.MJND. XHJSA 
TAAL WRITTEN 
LANGUAGE 
AFR.SKRYF ENVIR. 
TAAL STUDY 
SKRYF 
R.E. R.E. 
HEALTH HEALTH 
ED. ED. 
ENV. TRANSCRIP. 
STUDY 
ENV. ENG.REC. 
STUDY 
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APPENDIX 5.A 
SUMMARY OF OBSERVATION SCHEDULES RESULTS 
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SCHOOL A RESULTS OF NON-PARTICIPANT 
TEACHER'S EVALUATION 
TABLE 5.3.1 
DEVELOPMENT OF SENSE OF PLACE, TIME AND SOCIAL DEVELOPMENT 
LESSONS 
OBSERVATIONS I 2 
1 Place 15 12 
2 Child's interaction with 
place 18 12 
3 Time 3 10 
4 People 12 
5 Interaction of children with 
people 13 
6 Environmental Components 19 12 
7 Community 14 
8 Children's feeling & emotions 14 14 
9 Attitudes 17 9 
10 Values 13 11 
TABLE 5.3.2 
RESOURCES USED WHEN TEACHING ES 
LESSONS 
OBSERVATIONS 1 2 
1 Books I 12 
2 Pictures I 16 8 I 
3 Charts I 14 13 
4 Flashcards I 16 I 
5 Teacher 19 13 
6 Children 14 20 
7 Games 10 
8 Chalkboard 18 
3 Total Average 
13 40 13 
13 43 14 
13 36 12 
16 28 9 
14 27 9 
14 45 15 
15 29 10 
15 43 14 
14 40 13 
15 39 13 
. 
3 Total Average 
21 33 11 
21 45 15 
27 9 
9 25 8 
19 51 17 
15 49 16 
10 3 
18 6 
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TABLE 5.3~3 
SKILLS DEVELOPED THROUGH ES LESSONS 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
1 Social 16 11 10 37 12 
2 Language & study 23 25 16 64 21 
3 Scientific & mathematical 13 12 16 41 14 
4 Intellectual 15 19 18 52 17 
5 Aesthetic 12 13 12 37 12 
6 Practical 20 21 22 63 21 
. 
TABLE 5.3.4 
TEACHER INPUT REQUIRING STUDENTS' PARTICIPATION 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
-
1 Recall of facts - - - - -
2 Problem solving 17 19 11 47 16 
3 Direct observation 19 16 20 55 18 
4 Interpretation 17 17 13 47 16 
5 Application 18 21 13 52 17 
TABLE-5.3.5 
PUPIL INPUT IN THE LESSONS 
LESSONS 
OBSERVA TI ONS 1 2 3 Total Average 
1 Clarification of instru-
ments used 15 14 15 44 15 
2 Questions answered 35 34 28 97 32 
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SCHOOL B RESULTS OF NON-PARTICIPANT TEACHER1S EVALUATION 
TABLE 5.4.1 
DEVELOPMENT OF SENSE OF PLACE, TIME AND SOCIAL DEVELOPMENT 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
1 Place 12 10 13 35 12 
2 Child 1s interaction with 
place 15 11 15 41 14 
3 Time 15 11 7 33 11 
4 People I 8 8 3 5 Interaction of children with I 
people 5 5 2 
6 Environmental components 20 18 16 54 18 
7 Community I 
8 Children1s feelings & emotions 14 21 17 52 17 
9 Attitudes 19 19 14 52 17 
10 Values 15 21 15 51 17 
TABLE 5.4.2 
RESOURCES USED WHEN TEACHING ES 
LESSONS 
OBSERVA TI ONS 1 2 3 Total Average 
1 Books 5 12 17 6 
2 Pictures 17 16 33 11 
3 Simulations 18 18 6 
4 Charts 19 19 6 
5 Teacher 21 22 17 60 20 
6 Chi 1dren 24 20 23 67 22 
7 Chalkboard 25 25 8 
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TABLE 5.4.3 
SKILLS DEVELOPED THROUGH ES LESSONS 
LESSONS 
OBSERVATIONS I 2 3 Total Average 
1 Social. 17 16 19 52 17 
2 Language & study 15 20 22 57 19 
3 Scientific & mathematical 21 13 15 49 16 
4 Intellectual 14 16 15 45 15 
5 Aesthetic 14 19 16 49 16 
6 Practical 7 21 24 52 17 
TABLE 5.4.4 
TEACHER INPUT REQUIRING STUDENTS' PARTICIPATION 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
. 
1 Recall of facts 22 22 7 
2 Problem solving 18 18 20 56 19 
3 Direct observation 12 20 22 54 18 
4 Interpretati on 14 17 16 47 16 
5 Application 16 21 22 59 20 
TABLE 5.4.5 
PUPIL INPUT IN THE LESSONS 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
1 Clarification of instru- 14 15 29 10 
ments used 
2 Questions answered 30 41 30 101 34 
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SCHOOL C RESULTS OF NON-PARTICIPANT TEACHER'S EVALUATION 
TABLE 5.5.1 
DEVELOPMENT OF SENSE OF PLACE, TIME AND SOCIAL DEVELOPMENT 
LESSONS 
OBSERVATIONS 1 2 3 Total . Average 
1 Place 2 8 10 3 
2 Child's interaction with 
place 2 1 7 10 3 
3 Time 3 2 6 11 4 
4 People 2 7 9 3 
5 Interaction of children with 
people 1 2 3 I 
6 Environmental components 3 6 10 19 6 
7 Community 1 I 0.3 
8 Children's feelings & emotions 2 .4 6 2 
9 Attitudes 7 7 2 
10 Values 2 .7 9 3 
TABLE 5.5.2 
RESOURCES USED WHEN TEACHING ES 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
1 Books 1 2 3 1 
2 Pictures 5 9 14 5 
3 Flashcards 10 10 3 
4 Charts 2 1 3 1 
5 Teacher 3 4 6 13 4 
6 Chi 1dren 3 4 6 13 4 
7 Games 2 14 16 5 
8 Classroom I 4- 6 II 4 
9 Real objects 1 3 4 1 
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TABLE 5.5.3 
SKILLS DEVELOPED THROUGH ES LESSONS 
LESSONS 
OBSERVATIONS I 2 3 Total Average 
I Social 4 4 8 16 5 
2 Language & study 4 9 13 26 9 
3 Scientific & mathematical 5 4 9 3 
4 Intellectual 1 7 6 14 5 
5 Aesthetic 4 2 8 14 5 
6 Practical 4 6 12 22 7 
TABLE 5.5.4 
TEACHER INPUT REQUIRING STUDENTS' PARTICIPATION 
I ( LESSONS 
OBSERVATIONS 1 2 3 Total Average 
1 Recall of facts 4 1 5 2 
2 Problem solving 4 7 6 17 6 
3 Direct observation 6 8 8 22 7 
4 Interpretation 3 5 8 16 5 
5 Application 3 6 10 19 6 
TABLE 5.5.5 
PUPIL INPUT IN THE LESSONS 
LESSONS 
OBSERVATIONS I 2 3 Total Average 
1 Clarification of instru-
ments used 2 6 10 18 6 
2 Questions answered 10 18 24 52 17 
.-
ID 
ENGLISH ORAL 
LESSONS 
2 3 4 
Place 20 8 27 23 
2 Child's interaction with 
place 17 12 21 20 
3 Time 16 9-/ 3 5 
4 People 16 8 16 13 
5 Interaction of children with 
people 18 II 19 19 
, , 
6 Environmental components 18 10 24 20 
7 Community 19 10 10 21 
8 Children's feeling & emotions 18 6 16 17 
9 Atti tudes 15 6 17 17 
JO Values 15 9 17 18 
SCHOOL D RESULTS OF NON-PARTICIPANT TEACHER'S EVALUATION 
MATHEMATICS 
LESSONS 
TOTAL AVERAGE 2 3 TOTAL AVERAGE 
78 20 2 21 18 41 14 
70 18 3 17 16 36 12 
33 8 3 9 12 4 
53 13 3 II 14 5 
67 17 7 12 19 6 
72 18 8 24 18 50 17 
60 15 3 16 19 6 
57 14 4 18 5 27 9 
55 14 6 20 4 30 10 
59 15 6 19 4 29 10 
COMBINED 
SUM. AVERAGE 
238 34 
106 15 
45 6 
67 10 
86 12 
122 17 
79 II 
84 12 
B5 12 
8B 13 
TABLE 5.6.1 DEVELOPMENT OF SENSE OF PLACE, TIME AND SOCIAL DEVELOPMENT THROUGH ENGLISH ORAL AND MATHEMATICS LESSONS 
Teacher 
2 Children 
3 School 
4 Real objects 
5 Classroom 
6 Charts 
7 Simulations 
8 Games 
9 Boards for children 
10 Chalkboard 
ENGLISH ORAL MAl HEMATICS 
LESSONS LESSONS 
2 3 4 TOTAL AVERAGE 2 3 TOTAL AVERAGE 
18 10 28 28 84 21 5 19 24 8 
14 II 25 18 68 17 10 31 41 14 
25 12 21 58 15 5 20 25 6 
26 47 35 108 27 
10 10 3 5 22 27 9 
10 10 3 
32 32 8 12 12 4 
8 8 3 
26 22 48 16 
17 17 6 
-
TABLE 5.6.2 RESOURCES USED WHEN TEACHING ENGLISH ORAL AND MATHEMATICS LESSONS 
COMBINED 
SUM. AVERAGE 
108 15 
109 16 
83 12 
108 15 
37 5 
10 1 
44 6 
8 1 
48 7 
17 2 
N 
w 
Social 
2 Language and study 
3 Scientific and mathematical 
4 Intellectual 
5 Aesthetic 
6 Practical 
2 
3 
4 
5 
Reca II of facts 
Problem solving 
Direct observation 
Interpretation 
Application 
Clarification of instru-
ments used 
2 Questions answered 
ENGLISH ORAL MATHEMATICS 
LESSONS I LESSONS 
I 2 3 4 TOTAL AVERAGE I 2 3 TOTAL AVERAGE 
24 II 33 22 90 23 8 22 21 51 17 
19 12 30 22 83 21 13 24 18 55 
16 22 23 61 15 15 32 19 66 22 
18 8 14 22 62 16 8 33 14 55 18 
22 10 16 24 72 18 11 28 13 52 17 
29 13 -42 31 115 29 
-. I 
II 50 23 84 28 
TABLE 5.6.3. SKILLS DEVELOPED THROUGH ENGLISH ORAL AND MATHEMATICS LESSONS 
ENGLISH ORAL MATHEMATICS 
LESSONS . LESSONS 
2 3 4 TOTAL AVERAGE 2 3 TOTAL AVERAGE 
8 8 2 
9 27 20 56 14 12 31 25 68 23 
23 9 30 20 82 21 12 36 11 59 20 
11 6 15 32 8 II 31 25 67 22 
27 14 33 24 98 25 II 39 31 81 27 
TABLE 5.6.4 TEACHER INPUT REQUIRING STUDENTS' PARTICIPATION 
ENGLISH ORAL MATHEMATICS 
LESSONS LESSONS I 
2 3 4 TOTAL AVERAGE 2 3 TOTAL AVERAGE 
25 12 25 21 83 21 13 26 17 56 19 
36 27 62 43 168 42 16 67 36 119 40 
TABLE 6.5.6 PUPIL INPUT IN THE LESSONS 
COMBINED 
SUM. AVERAGE 
141 
138 
127 
117 
124 
199 
20 
20 
18 
17 
18 
28 
COMBINED 
SUM. AVERAGE 
8 
124 18 
141 20 
99 14 
179 26 
COMBINED 
SUM. AVERAGE 
139 
287 
20 
41 
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SCHOOL E RESULTS OF NON-PARTICIPANT TEACHER'S EVALUATION 
TABLE 5.7.1 
DEVELOPMENT OF SENSE OF PLACE, TIME AND SOCIAL DEVELOPMENT 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
1 Place 28 9 17 54 18 
.. 
2 Child's interact i on with 
place 30 7 16 53 18 
3 Time 
4 People 35 35 12 
5 Interaction of children with 
people 39 39 l3 
6 Environmental components 32 15 18 65 22 
7 Community 29 29 10 
8 Children's feelings & emotions 22 5 20 47 16 
9 Attitudes 26 7 16 49 16 
10 Values 26 6 15 47 16 
TABLE 5.7 .2 
RESOURCES USED WHEN TEACHING ES 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
1 Diaqrams 6 6 2 
2 Pictures 11 8 19 6 
3 School ._ 14 2 16 5 
4 Charts 8 8 3 
5 Teacher 13 9 20 42 14 
6 Children 20 10 12 42 14 
7 Chalkboard 16 16 5 
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TABLE 5.7.3 
SKILLS DEVELOPED THROUGH ES LES~ONS 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
1 Social. 31 9 23 63 21 
2 Language & study 30 9 17 56 19 
3 Scientific & mathematical 23 23 8 
4 Intellectual 17 7 13 37 12 
5 Aesthetic 29 8 14 51 17 
6 Practical 39 6 13 58 19 
TABLE 5.7.4c 
TEACHER INPUT REQUIRING STUDENTS' P"ARTICIPATION 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
I Recall of facts - - - - -
2 Problem solving IS 7 16 38 13 
3 Direct observation 17 7 24 8 
4 I nterpretat'i on 17 6 23 8 
5 Application 38 5 19 62 21 
TABLE 5.7.5 
PUPIL INPUT IN THE LESSONS 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
1 Clarification of instru-
ments used 21 5 26 9 
2 Questions answered 58 27 44 129 43 
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SCHOOL F RESULTS OF NON-PARTICIPANT TEACHER'S EVALUATION 
TABLE 5.8.1 
DEVELOPMENT OF SENSE OF PLACE, TIME AND SOCIAL DEVELOPMENT 
LESSONS 
I OBSERVATIONS 1 2 3 
! 
f-
i 1 Place 27 24 21 I 
I 2 Child's interaction with , 
place 25 26 24 
3 Time 16 18 23 
4 People 
i 5 Interaction of children with people 
6 Environmental components 27 19 28 
7 Community 27 
8 Children's feelings & emotions 25 18 22 
9 Attitudes 22 21 25 
10 Values 26 36 29 
TABLE 5.8.2 
RESOURCES USED WHEN TEACHING ES 
I LESSONS 
OBSERVATIONS I 1 I 2 3 
1 Ptctures I 24 17 19 
2 Flashcards I 10 I 
I 
3 Real objects I 38 
4 Charts 26 25 14 
5 Teacher 24 24 25 
6 Chi 1dren 29 24 33 
7 Chalkboard 17 
Total 
72 
75 
57 
74 
27 
65 
68 
91 
Total 
60 
10 
38 
65 
73 
86 
17 
Average 
24 
25 
19 
25 
9 
22 
23 
30 
, 
i 
Average j 
! 
I 
20 
3 
13 
22 
24 
29 
6 
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TABLE 5.8.3 
SKILLS DEVELOPED THROUGH ES LESSONS 
. ~. 
LESSONS 
OBSERVATIONS I 2 3 Total Average 
1 Social 23 16 25 64 21 
2 Language & study 25 21 27 73 24 
3 Scientific & mathematical 
4 Intellectual 26 21 29 76 25 
5 Aesthetic 31 22 37 90 30 
6 Practical 23 23 28 74 25 
TABLE 5.8.4 
TEACHER INPUT REQUIRING STUDENTS' PARTICIPATION 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
1 Recall of facts 
2 Problem solving 36 23 21 80 27 
3 Direct observation 36 33 28 97 32 
4 Interpretation 26 23 31 80 27 
S Application 26 32 32 90 30 
TABLE5.8.S 
PUPIL INPUT IN THE LESSONS 
LESSONS 
OBSERVATIONS 1 2 3 Total Average 
I 1 Clarification of instru-
\ 
ments used 23 20 22 65 22 
2 Questions answered 47 50 55 152 51 
